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Abstract 
 
Learner intrinsic motivation is a critical factor that directly influences meaningful 
engagement, facilitates academic achievement, promotes individual learning experience, and 
decreases dropout rates in both online learning contexts and in various higher education 
settings.  Intrinsic motivation is a key psychological aspect that individual learners need to 
have when participating in online learning activities in order to achieve their learning.   
Most of the research on massive open online courses (MOOCs) has been largely conducted 
using developed country MOOCs to examine the experiences of MOOC learners including 
their motivation to register for MOOCs and to participate in learning activities.  However, very 
little empirical research using developing country MOOCs has been conducted to investigate 
the same phenomenon.  Specifically, qualitative case study research examining learner 
intrinsic motivation during the MOOC learning activity in the developing country context such 
as Thailand has been urgently needed.   
This qualitative case study research is aimed at investigating learner intrinsic motivation in a 
massive open online course (MOOC) within the context of Thailand as a developing country 
through the eyes of the learners.  Semi-structured interviews were used to collect data and a 
thematic analysis was used to analyse the data.  The findings found that there were three 
factors of social conditions, environment conditions, and cultural conditions that influenced a 
perception of competence and autonomy.  Social conditions include peers, course facilitators, 
self-motivation, colleagues, and family members.  Environmental conditions include 
accessibility, learning activities and resources, collaboration tools, learning systems, 
discussion forum, and feedback.  Cultural conditions include Thai learners’ traits and seniority.  
The empirical findings of this research would be of potential contributions to theory and 
practice by informing MOOC stakeholders in the planning, developing and delivering of high 
quality of MOOC courses. 
Cognitive evaluation theory as a sub-theory of self-determination theory was used to examine 
the social, environmental and cultural conditions.  These conditions played a significant role in 
facilitating or diminishing learner intrinsic motivation in this qualitative case study research. 
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CHAPTER 1: INTRODUCTION  
This chapter provides an overview of the research topic related to learner intrinsic 
motivation in online social learning platforms in developing countries.  This qualitative case 
study research was an investigation of learner intrinsic motivation informed by cognitive 
evaluation theory that learners experienced in a massive open online course (MOOC) in 
Thailand as a developing country.  Six sections are presented including background of the 
study, statement of the problem, purpose of the study, research design, glossary of terms, 
and document outline. 
1.1 Background 
The first MOOCs in Thailand were planned to officially launch in 2016 under a project of the 
Thailand Cyber University (TCU) sponsored by Office of the Higher Education Commission 
(OHEC).  This project initially promotes online learning by seeking national and international 
cooperation with tertiary institutions.  As MOOCs, fully online learning, is the latest 
educational initiative of e-learning (Castaño, 2015; Chan, et al., 2015; Zhong, et al., 2016), 
TCU has annually organised the International E-Learning Conference that has MOOCs as one 
of the important conference sub-themes and tried to introduce it to the conference 
audiences (ThaiCyberUniversity, 2015).  
Under the TCU project, a number of Thai universities expressed their interest to participate 
in this educational initiative such as Chulalongkorn University and Sukhothai Thammathirat 
Open University (STOU).  Current online courses made available at STOU for undergraduates 
who study a Bachelor of Arts in English are good examples of the transition from e-learning 
to MOOCs (Sataporn, 2015).  These courses provide an opportunity for learners to 
participate in online learning activities using the co-operative learning approach.  A number 
of factors including learner motivation can help promote MOOC learners to be successful 
when taking this type of online courses. 
As stated above, MOOCs are new to Thailand and were just introduced in late 2016.    
MOOCs as a type of research site allow a large number of Thai learners, who can access the 
internet, to study anytime anywhere for free and to expand their knowledge and skills.  
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There are no entry qualifications required for learners to experience this type of online 
education (www.openuped.eu).     
Most studies regarding MOOCs have been conducted in developed country settings using 
well-established MOOCs from the popular providers such as Coursera, edX, and Udacity.  
However, very little empirical research on MOOCs in developing countries including 
Thailand has not been conducted.  There are a number of factors that help MOOC learners 
become successful learners.  One of the most crucial factors is learner motivation.  Again, 
learner motivation including intrinsic motivation has been largely investigated by using 
developed country MOOCs but not in developing countries.  The necessary features and 
factors of developed country MOOCs were taken into consideration in order to 
appropriately design this research including the need to directly experience MOOC courses 
provided by the providers mentioned earlier.  
The learning phase of MOOCs is seen as the most appropriate phase to examine learner 
intrinsic motivation rather than the registration phase or the completion phase (Hew, 2015).  
It is because the learning phase in online learning environments not only deals with various 
learning activities such as video lectures, assignments, and quizzes (Sataporn, 2015), but 
also online social interactions and collaborative learning amongst learners, course 
facilitators and course resources in various channels such as discussion forums, blogs, and 
other online social networks.  The learning phase allows learners to generate basic 
psychological needs leading to intrinsic motivation that are crucial for them to achieve their 
learning.  
Learner motivation is a critical factor that directly influences meaningful engagement, 
facilitates academic achievement, promotes individual learning experience, and decreases 
dropout rates in both online learning contexts and in various higher education settings.  
Online learners are seen as the most important actors who are autonomous and able to 
select their own learning pace (Knowles, 1975).  They select a particular online course to 
participate in learning activities by themselves because their desire to learn is from their 
own psychological needs.  These psychological needs are equated to their motivation to 
learn.  There are two types of motivation including intrinsic motivation and extrinsic 
motivation (Deci & Ryan, 1985; Deci & Ryan, 2008).  Intrinsic motivation can be found in the 
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forms of  personal interest, enjoyment and curiosity that individual learners possess when 
taking online courses or participating in online learning activities (Hartnett, St George, & 
Dron, 2014; Hew, 2015).  It is argued that curious learners are more engaged with their 
learning activities because they are intrinsically motivated to learn and participate in 
learning activities by seeking understanding and resolving their learning problems (Schunk, 
Meece, & Pintrich, 2014).  MOOC learners that generate intrinsic motivation are more 
engaged during learning activities because intrinsic motivation is an inner state of need or 
desire that activates each individual learner to learn and be involved with their learning.   
Extrinsic motivation, on the other hand, can be found in the form of a degree and a 
certificate as a reward when completing the course (Garrido et al., 2016; Hartnett, George, 
& Dron, 2011). Although extrinsic motivation mentioned above is required for MOOC 
learners to complete the course, intrinsic motivation is more important for learning in 
MOOCs.  It is because intrinsic motivation plays a crucial role in facilitating learners to 
participate in learning activities.  Learners are intrinsically motivated to learn because they 
experience themselves as self-determined and self-autonomous individuals. This leads 
learners to become successful learners and complete their course completion. 
This qualitative case study research was an investigation of learner intrinsic motivation in 
online social learning platforms using a Thai MOOC.  Self-determination theory was 
employed to guide this research.  Self-determination theory (SDT) deals with the 
phenomenon of learner intrinsic motivation.  SDT is a theory of autonomous motivation that 
directly deals with the psychological needs of autonomy, relatedness, and competence that 
drive individual learners to be intrinsically motivated.  SDT comprises of five sub-theories 
including basic needs theory, organismic integration theory, goal contents theory, causality 
orientations theory, and cognitive evaluation theory (Deci & Ryan, 2002; Deci & Ryan, 2008).   
The need for autonomy occurs when individual learners are able to select their own learning 
environment without any control from others.  The need for relatedness helps learners 
interact and communicate with peers, course facilitators, and course resources.  The need 
for competence helps motivate learners to be successful online learners.  Some preferred 
learning qualities suggested by SDT include being self-determined or autonomous, and 
being competent (Hartnett, et al., 2011; Reeve, 2012).  In this qualitative case study 
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research cognitive evaluation theory as a sub-theory of “Self-determination theory” is 
specifically considered. 
Cognitive evaluation theory (CET) was employed to examine learner intrinsic motivation in 
this research.  In educational contexts, CET focuses on perceived competence and perceived 
autonomy (Ryan & Deci, 2000) when learners participate in their learning activities.  
Perceived competence refers to a feeling of being capable, whereas perceived autonomy 
refers to a feeling of being independent and self-determined (Deci & Ryan, 1985).  In online 
social learning settings, perceived competence and perceived autonomy are influenced by 
social factors (e.g. course facilitators, peers, friends, colleagues, and employers), and 
environmental factors (e.g. learning activities and technology tools) (Deci & Ryan, 1985; 
Ryan & Deci, 2000).  As mentioned above, feelings of being capable and being independent 
and self-determined leading to intrinsic motivation are facilitated or diminished by external 
conditions of social and environmental factors.  It was believed that most social and 
environmental factors were found not only in developed MOOCs but also in developing 
MOOCs.  However, there were some cultural factors such as seniority in the context of 
Thailand was not found in developed country MOOCs.  
SDT dimensions would not have been suitable for this research as SDT is a macro theory of 
human motivation.  This research only focuses on intrinsic motivation.  Therefore, CET is the 
most appropriate theory exploring learner intrinsic motivation in this research because it is 
designed to explain the effects of external consequences on internal motivation. Whereas 
other mini SDT theories such as organismic integration theory investigating types of extrinsic 
motivation or causality orientations theory specifically identifying differences in how 
learners motivate and engage themselves (Reeve, 2012) seem inappropriate to investigate 
learner intrinsic motivation in this research. 
The shift from traditional face-to-face learning environments to online social learning 
platforms requires closer attention in terms of the quality of effective provision, and 
successful learning outcomes (Grant & Thornton, 2007).  There are some questions raised by 
many scholars in higher education that challenge the quality of effective provision in online 
social learning platforms such as in connectivisit learning contexts (e.g., Bell, 2011; 
Verhagen, 2006), for example, what constitutes effective teaching and learning?, how do 
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you facilitate learner motivation in online courses so that learners are successful in their  
learning?, and how do you properly deal with others, especially when doing group 
assignments? (Hew, 2015).  
These online social learning platforms provide an opportunity for individual learners to gain 
skills and knowledge, and to interact with peers, course facilitators and course resources.  
However, some questions including why some learners leave a course without completing it 
remain unanswered, how MOOC courses can motivate learners to complete it, or what 
factors or strategies make individual learners motivated to stay engaged or become 
disengaged within their learning activities.  The answers to these questions may be derived 
from specific reasons of individual learners who experience these MOOC courses.  These 
challenges may also come from a lack of intrinsic motivation and interaction amongst 
learners, course facilitators and a lack of engagement with course resources.  These are all 
required to be urgently investigated in order to better design and provide high quality 
online courses, specifically in the context of a developing country setting.  It is also 
challenging to capture learner intrinsic motivation in MOOC courses because learner’s  
psychological needs are difficult to measure (Ramesh, Goldwasser, Huang, Daum´e III, & 
Getoor, 2013).   
The next section details a statement of the problem.  
1.2 Statement of the Problem 
A high dropout rate is one of the most important challenges that both learners and 
institutions experience in massive open online courses (MOOCs).  Amongst a number of 
factors behind this challenge, a lack of motivation, particularly learner intrinsic motivation is 
considered as one of the major components (Espinosa, Sepúlveda, & Montoya, 2015; Zhong 
et al., 2016).  Individual learners who lack intrinsic motivation often leave the course before 
completing it and this can significantly increase dropout rates.  In 2015, twenty-four MOOC 
courses were investigated to find MOOC complete rates in developed countries.  The results 
showed that the completion ratio was 15 percent and was perceived as a low completion 
rate (Jordan, 2015).  This means the dropout rate is as high as 85 percent.  However, 
surprisingly, the research findings from research conducted in three developing countries 
(i.e., Colombia, the Philippines, and South Africa) revealed that the completion rate was 30 
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percent with 49 percent of MOOC users receiving certification (Garrido, et al., 2016), and a 
study conducted on MOOCs taught in Arabic revealed a completion rate of 47 percent 
(Barak, Watted, & Haick, 2016).  One of the key factors behind low completion rates might 
result from learner intrinsic motivation.  
Learner motivation to register and participate in learning activities including the experiences 
of MOOC learners has been largely examined using developed country MOOCs.  However, 
very little empirical research using developing country MOOCs has been conducted to 
investigate the same phenomenon with specific reference to learner intrinsic motivation 
during a MOOC learning activity in a developing country context (Garrido, et al., 2016) such 
as Thailand.  Learner intrinsic motivation from empirical research conducted in developed 
countries was evident when learners tested MOOCs before undertaking formal tertiary 
education, possessed a sense of self-efficacy, perceived the value of taking MOOCs, satisfied 
their curiosity, fulfilled educational and professional needs, and MOOC contents matched 
learner’s initial expectation (Howarth, D'Alessandro, Johnson, & White, 2016).  
Furthermore, learner intrinsic motivation can be increased when their purpose for 
participating in MOOCs is to plan for the future by working with others (Zheng, Rosson, Shih, 
& Carroll, 2015) and to develop knowledge and expertise (Littlejohn, Hood, Milligan, & 
Mustain, 2016).   
Prior research on factors influencing learner intrinsic motivation in an online discussion 
revealed that there were six types of intrinsic motivation including; “perceived competence, 
perceived challenge, perceived feedback, perceived choice, perceived interest, and 
perceived curiosity” (Shroff & Vogel, 2009, p. 1).  According to cognitive evaluation theory, 
there are two types of learner perception, perceived competence and perceived autonomy,  
that result from social conditions and environmental conditions (Deci & Ryan, 1985).  
With regard to developing country contexts, learner intrinsic motivation includes fun and 
enjoyment (Li, 2015), and gaining specific job skills, preparing for additional education, and 
obtaining professional certification are additional factors (Garrido, et al., 2016).  Learners 
who are from different educational (e.g. intermediate level ICT skills), economic (e.g. low- 
and middle-income populations), and cultural (e.g. English language used) backgrounds may 
have different intrinsic motivation when they participate in online learning activities (Barak, 
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et al., 2016; Fini, 2009; Garrido, et al., 2016; Yáñez, Nigmonova, & Panichpathom, 2014).  
The findings regarding cultural differences in motivation types between online learners in 
America and China (Mei, 2005) revealed that American learners had higher motivation 
scores.  This implies that learners from different cultural backgrounds may possess different 
motivations to learn.  
Intrinsic motivation plays a significant role for online learners when participating in learning 
activities in order to achieve their goals in learning.  In order to investigate learner intrinsic 
motivation, self-determination theory (SDT) is employed because intrinsic motivation itself 
cannot be directly measured.  Given that SDT has been successfully applied in numerous 
studies to investigate learner motivation, regardless of demographics or cultural 
backgrounds in traditional face-to-face classroom (Deci & Ryan, 2002; Deci & Ryan, 1985; 
Reeve, 2012), it is reasonable to assume that the theory might also potentially determine 
motivation in online learning contexts.  SDT as a macro-theory comprises of five sub-
theories of “basic needs theory, organismic integration theory, goal contents theory, 
causality orientations theory, and cognitive evaluation theory” (Reeve, 2012, p. 153).  
Researchers who investigate learner motivation are interested mostly in factors that lead 
individual learners to stay engaged in their learning activities (Reeve, 2012).  Research 
findings informed that motivation could be one of the critical factors for online learners if 
they wanted to be successful in online learning  (Hartnett, et al., 2014).  Empirical research 
on MOOCs in a developing country context has been urgently needed (Garrido, et al., 2016; 
Zhong, et al., 2016), specifically empirical research that directly explores learner intrinsic 
motivation in online learning in a developing country setting such as Thailand.  This is 
because the findings could help MOOC stakeholders such as course designers and course 
facilitators provide better MOOC courses for learners in developing countries.  
Although prior quantitative research examining the differences in motivation between 
developing and developed countries was conducted (Mei, 2005), qualitative research 
investigating specific motivation such as intrinsic motivation in a developing context is 
needed.  The findings only reported that American learners had higher motivation scores of 
“course relevance, course interest, reinforcement, and self-efficacy” than Chinese learners 
(Mei, 2005, p. 19).   
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From what has been mentioned above, the need for an in-depth study of learner intrinsic 
motivation in MOOC environment within a developing country context is urgently required 
(Riley, 2016).  Although there is a number of studies conducted on MOOCs and learner 
motivation in developed countries, there has been little research that investigated learner 
intrinsic motivation in online social learning platforms such as MOOCs in a developing 
country setting (Garrido, et al., 2016).  This qualitative case study research was then 
conducted in order to investigate learner intrinsic motivation using cognitive evaluation 
theory through semi-structured interviews.  This research sought to address the following 
research questions.  The overarching research question is: How do learners perceive intrinsic 
motivation in online social learning platforms in developing countries?  To meet research 
purposes, the specific questions were as follows. 
1. How do learners perceive a feeling of competence in online social learning   
platforms in developing countries? 
2. How do learners perceive a feeling of autonomy in online social learning 
platforms in developing countries? 
1.3 Research Purpose 
The purpose of this qualitative case study research was to investigate learner intrinsic 
motivation that was informed by a sub-theory of self-determination theory (i.e., cognitive 
evaluation theory) within the context of online social learning platforms (i.e., MOOCs) in a 
developing country setting (i.e., Thailand) through the eyes of the learners. 
The findings of this qualitative case study research would be of great interest and 
significance to a range of stakeholders both in developed and developing countries within 
the area of online social learning platforms.  The conditions of social, environmental and 
cultural could be taken into consideration when promoting learner intrinsic motivation in 
online education, especially for MOOCs in the context of a developing country such as 
Thailand.   
Also, the empirical findings of this research would be of potential interest to universities, 
MOOC providers and course facilitators.  For example, universities, specifically in Thailand, 
might benefit from a better understanding of learner intrinsic motivation in this research by 
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planning, developing and delivering high quality of MOOC courses including obtaining low 
dropout rates.  The next section details research design. 
1.4 Research Design 
A qualitative case study research design was used in this research.  It was regarded as a 
holistic single-case design (Yin, 2003) because the researcher only looked at a single-unit of 
analysis which was a Thai MOOC offered by a Thai university.  The MOOC was selected using 
a case selection based on Miles and Huberman’s Criteria (Miles & Huberman, 1994) and the 
twelve MOOC characteristics (Conole, 2013). 
The participants taking part in this research were learners who have undertaken learning 
activities in a MOOC offered by a Thai university in 2016.   Purposive sampling was used to 
select the participants (Patton, 2002), which could lead to an insightful and deeper 
understanding of the phenomenon.  Marshall, Cardon, Poddar, and Fontenot (2013) 
recommended that a sample size of 10 to 30 interviews seemed appropriate in terms of 
data saturation, and time saving data analysis process (Marshall, et al., 2013).  Therefore, 10 
interviews were employed in this qualitative case study research and all participants 
reported the same information related to the research questions.  This can be considered as 
data saturation.  
Semi-structured interviews were used to address the research questions mentioned above. 
The data collected through interviews was transcribed using a thematic analysis.  All 
transcripts were coded into individual themes and categories of description.   
The next section presents a glossary of terms in this qualitative case study research.  
1.5 Glossary of Terms 
Terms used in this qualitative case study research are provided as follows. 
Intrinsic Motivation: Intrinsic motivation consists of the psychological needs such as 
personal interest, enjoyment and curiosity that individual learners possess when 
participating in learning activities and that can lead learners to stay engaged with peers, 
course facilitators and course resources.  In this research, intrinsic motivation is informed by 
cognitive evaluation theory (Deci & Ryan, 2002; Deci & Ryan, 2008).    
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Cognitive Evaluation Theory: Cognitive evaluation theory (CET) “as a sub-theory of self-
determination theory (SDT) focuses on the basic psychological needs for competence and 
autonomy” (Ryan & Deci, 2000) when learners have perceived competence and perceived 
autonomy during their learning activities.  Perceived competence refers to a feeling of 
effectiveness and capability, whereas perceived autonomy refers to a feeling of being 
independent, free, and self-determined (Deci & Ryan, 1985).  In online social learning 
settings, perceived competence and perceived autonomy are influenced by social conditions 
(e.g. course instructors, peers, friends, colleagues, and employers), and environmental 
conditions (e.g. learning activities and technology tools) (Deci & Ryan, 1985; Ryan & Deci, 
2000). 
Massive open online courses (MOOCs): MOOCs are “courses designed for large numbers of 
learners that can be accessed by anyone anywhere as long as they have an internet 
connection, are open to everyone without entry qualifications, and offer a full course 
experience online for free” (http://www.openuped.eu). 
Online social platform: An online social platform, also known as social media or social 
network, is a platform that allows users to develop, utilise, and share information and user-
generated content (Janssen, 2015).  
Online social learning: Online social learning is defined as a situation where learners mainly 
spend their time and effort learning and interacting with peers and course facilitators 
through their personal online learning environment, and using the online social platform as 
a tool to interact and contribute (Matthews, Andrews, & Adams, 2011).  
Developing Country: A developing country is “a country having a standard of living or level 
of industrial production well below that possible with financial or technical aid; a country 
that is not yet highly industrialized” (http://www.dictionary.com).  Examples include 
Thailand, the Philippines, Malaysia, Colombia and South Africa. 
1.6 Document Outline 
Chapter 1, Introduction, gives the background of the research topic related to learner 
intrinsic motivation in online social learning platforms and the design of the study.  Chapter 
2, Literature Review, provides an overview of the current literature.  It concentrates on two 
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main parts of online social learning platforms and learner intrinsic motivation in online 
social learning platforms.  Chapter 3, Research Methodology, describes the research 
methodology and research design that were employed in this research.  Chapter 3 begins 
with discussion of a research paradigm that informs the general philosophical orientation 
including epistemology and theoretical perspective of the study, along with a selection of 
research procedures including research methodology, and methods of data collection and 
analysis.  Chapter 4, Findings, reports the findings of the study based on a thematic analysis.  
Chapter 5, Discussion, details the discussion and interpretation of the research findings. 
Chapter 6, Conclusion, relates the contribution to current knowledge on learner intrinsic 
motivation, the implication for practice, limitations and suggestions for future research. 
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CHAPTER 2: LITERATURE REVIEW  
2.1 Introduction 
This chapter provides an overview of the current literature related to the phenomenon of 
learner intrinsic motivation in online social learning platforms.  It consists of two parts: 
online social learning platforms (Part One) and learner intrinsic motivation in online social 
learning platforms (Part Two).  Part one provides an overview of online social learning 
platforms.  The main focus of this part is social platforms, online social learning platforms, 
self-directed learning, online learning in developing countries, and massive open online 
courses (MOOCs) in Thailand.  The latter part concentrates on learner motivation, self-
determination theory, cognitive evaluation theory, and a conceptual model of learner 
intrinsic motivation in online social learning platforms in developing countries.   
Part One – Online Social Learning Platforms 
Online learning is an alternative form of open education that provides an opportunity for 
learners to gain more knowledge and skills in their own learning path.  Open education was 
first introduced about 50 years ago, however, it is now different from the education in the 
21st century because we are now in a digital age where learners can connect to the world via 
technology and social platforms.  
This section introduces theoretical perspectives and concepts related to this qualitative case 
study research.  These include social platforms (2.2), online social learning platforms (2.3), 
self-directed learning (2.4), online learning in developing countries (2.5), massive open 
online courses in Thailand (2.6).  
2.2 Social Platforms 
Social platforms are considered as a crucial tool for MOOC learners to interact and 
communicate with peers and course facilitators (Dabbagh & Kitsantas, 2012), specifically 
outside MOOC platforms.  Facebook and twitter are amongst the most common social 
platforms used in MOOCs for networking and knowledge sharing between learners and 
peers or learners and courses facilitators (Salmon, Ross, Pechenkina, & Chase, 2015).  Social 
platforms also help promote online social interactions amongst learners, course facilitators, 
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and course resources.  There are three forms of interaction of “learner-learner interaction, 
learner-course facilitator interaction, and learner-course resource interaction” (Zhang, Zhou, 
Briggs, & Nunamaker, 2006, p. 18), and are considered as online social interaction because 
they occur in online social learning platforms. 
Social platforms allow users to develop, utilise, and exchange information via various 
accessible and economical web browsers, smart phones, and tablet computers.  It creates a 
chance for users to connect, create and share extensive user-generated content through 
social media networks (Janssen, 2015).  It plays a vital role in connecting users in virtual 
communities such as bringing users together in a business setting and in an educational 
environment for diverse purposes.  They can be categorised into seven purposive groups: 
written/visual publishing, live sharing, video sharing, image sharing, collaboration, micro-
blogging, and networking (MacMaster, 2013), as illustrated in Figure 2.1.  While Facebook, 
YouTube, Instagram, and Twitter are considered the most well-known providers of these 
online social platforms, thousands of other providers exist for diverse purposes. 
 
Figure 2.1: Seven Types of Online Social Platforms (http://laurierentrepreneur.ca) 
As an example, individuals use Facebook for various purposes.  These include keeping in 
contact with old friends or family members which is one of the most practical ways in 
today’s world to do this and many learners utilise Facebook to maintain friendships and 
connect to other individuals from home (Madge, Meek, Wellens, & Hooley, 2009).  
Facebook plays a vital role in allowing people to collaborate and communicate with their 
friends, colleagues, classmates, customers, or acquaintances.  This platform allows more 
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than a billion users to collaboratively create, and contribute their knowledge and ideas.  As 
shown in Figure 2.1, Facebook is a popular and successful social platform in terms of 
promoting relationships and sharing resources with others in online communities (Sun, 
Rosenn, Marlow, & Lento, 2009).  As of March 2015, there are over 1.4 billion active 
worldwide users (Statista, 2015).   
While individuals use Facebook to keep in touch with their contacts, YouTube offers user-
friendly features for individuals to share video content created (Susarla, Oh, & Tan, 2012).  It 
also allows diverse social interactions where individuals can specifically select a target group 
for sharing; provide comments to a friend’s video, or forward favourite videos to other 
platforms.  YouTube is a successful social network which provides a channel for user-created 
video.  This allows individuals to create and share their creative videos with the 
contemporary world.  It was established in June 2005.  YouTube plays a major role in the 
social media world today because of its unique features including video sharing on the 
Internet, availability of content on a diversity of topics, and as an effective channel for 
providing good relationships among individuals and organisations (Burgess & Green, 2009). 
Twitter is a recent and well-known platform of communication which allows individuals to 
share and describe their current status (Java, Song, Finin, & Tseng, 2007).  Its crucial 
features are immediacy and computer platform portability (Rouse, 2015).  Twitter is a 
popular microblogging service and first launched to an online community in October 2006 
with its major characteristics of communication, conversations, contribution of content, and 
news delivery (Java, et al., 2007).  The most common use of Twitter is the sharing of daily 
routine which is characterised as daily chatter, while conversations is used to explain a 
situation where individuals use the @ symbol followed by a username for replies to 
comment or friend’s posts.  Sharing information or URLs is also a feature, and the latest 
news or weather reports are an application of reporting news.  Compared to Facebook as a 
social networking site, the individuals in Twitter, with a number of active users and Tweets 
made available per hour, can follow any other individuals, and the individuals being 
followed requires no reciprocation or following back (Kwak, Lee, Park, & Moon, 2010).  With 
a limit of 140 characters per posting, precise and meaningful messaging is required for 
sharing everyday occurrence, recent situations, messages, and other interests.  This makes 
individuals in Twitter become more aware of conciseness when posting their messages.  
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Although these social platforms share some features in terms of use as tools for interaction 
among individuals, for example the number of individuals on Facebook and Twitter, they 
have some important differences.  Their users consist of male (40%) and female (60%) 
(Webtegrity, 2015).  Twitter limits tweets to 140 characters, but Facebook allows user to 
write more or less as many characters as they prefer.  It seems that individuals are likely to 
read messages in Twitter more than those in Facebook.  The method of interacting within 
these two platforms is also different.  While Facebook users interact with other people by 
using “Like or Share”, in Twitter “ReTweet or Favourite” are used to deal with similar types 
of postings (Webtegrity, 2015).  YouTube and Facebook are both important platforms for 
sharing video, but individuals spend more time watching videos in YouTube than in 
Facebook (DigitalAgencyNetwork, 2015).   
Using social platforms in an educational environment engages campus and external learners 
by connecting them to peers, course facilitators, and institutions in a virtual classroom 
which can help increase course completion rates and improve learning outcomes (Piper, 
2014).  Social platforms can remove the sense of isolation while helping provide greater 
support and services to learners.  The main benefits of online social platforms are to gain 
better communication, maintain higher retention rates, retain privacy, be easy to control 
and manage, connect campus learners to the institution, create one central hub to find 
information, and become more familiar with social media (Piper, 2014). 
Facebook, Twitter and YouTube are widely used in the educational environment because 
these online social platforms are crucial tools that provide an opportunity for learners to be 
intrinsically motivated to interact and engage with peers, course facilitators, and course 
resources (Cheung, Chiu, & Lee, 2010; Piper, 2014).  Learners who have similar values and 
interest with others in a group are likely to communicate via these social platforms.  This 
can help learners stay in touch with a specific learning group where they have good 
relationships and a connection.   
The next section provides an overview of online social learning platforms.  
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2.3 Online Social Learning Platforms 
Online learning with social platforms in higher education is an interesting learning activity 
where learners are motivated to engage with peers, course facilitators, and course 
resources.  It has been introduced as an alternative choice in the educational process, 
although most of what learners learn occurs outside of universities.  Online learning 
emphasises social learning that happens when individual learners acquire knowledge 
through social interaction with others with assistance of social platforms (Bandura, 1977).   
Online social learning has been made possible as a result of technological developments. 
However, in some universities in developing countries, physical learning spaces or 
traditional classroom environments are still mainly employed (Garrido, et al., 2016; 
Montgomery, 2008).  The impact of online social learning has become more noticeable in 
pedagogical practices in higher education as social learning seems to transfer from 
instructor-centred instruction to a more learner-centred instruction (Bhuasiri, 
Xaymoungkhoun, Zo, Rho, & Ciganek, 2012; Littlejohn, et al., 2016; Zhou, 2016).  The 
interaction amongst learners and course facilitators is a crucial factor in online education, 
and this interaction can increase learner motivation that leads to learning engagement 
(Wang, Anderson, Chen, & Barbera, 2016). 
Online social learning allows individual learners to spend their time and effort learning and 
interacting with peers and instructors through their personal learning environment.  It also 
occurs with a combination of social and academic elements.  In other words, a social process 
allows learners to learn from academic challenges with peers through the involvement of 
social experience (Hunter, Laursen, & Seymour, 2007).  The findings of research conducted 
on online social learning and learner engagement showed that online social learning can 
facilitate social interaction and collaboration amongst learners (Matthews, et al., 2011). 
Four examples of online social learning platforms are presented (i.e., Khan Academy, 
Wikiversity, Open2Study, and massive open online courses).  These learning platforms 
provide an overview of how learners experience them in an online social learning 
environment.  
Khan Academy is a non-profit and free online social learning platform founded in 2006 by 
Salman Khan and provides more than 2,700 video lectures and lessons with a wide range of 
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subjects from finance to cosmology (www.khanacademy.org).  This platform provides a 
good quality education which allows learners to gain knowledge at their own learning pace.  
Its user-friendly format makes Khan Academy approachable for learners.  Learners can 
expand their knowledge based on a problem-based learning environment through 
collaboration with peers under supervision from instructors.  An extensive range of subjects 
made available in the form of video lectures can help promote learner experience.  For 
example, findings conducted by Light and Pierson (2014) revealed that this platform helped 
facilitate Chilean teachers to deliver better pedagogical approaches for their students.  The 
resources made available from Khan Academy also helped students learn more.  
Wikiversity, a non-profit platform which was founded in 2006, provides learning 
environment with learning content, and learning activities.  It allows learners to gain 
knowledge in an informal learning environment with a series of tutorials and courses 
(Wikipedia, 2015).  This platform has received a high level of attention amongst 
organisations, companies, policy makers, and scholars regarding its academic challenges.  
This platform, for example, provides an opportunity for learners with open educational 
resources that can lead to attainment of learning goals (Friesen & Hopkins, 2008).  
Wikiversity is both a source of learning resources, and a place for dynamic learning 
experience.  The procedure for how to maximise this type of learning resources is still being 
questioned and discussed (Wales, 2006).  A solution to this problem may employ the model 
of “learning by doing” (Dewey, 1986) which mainly focuses on learning a new idea by 
experiencing it.  
 
Figure 2.2: Wikiversity’s Community and Stake Holders (http://jime.open.ac.uk/) 
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Wikiversity community, in Figure 2.2, serves and involves a diverse group of stakeholder 
users, Wikimedia projects, educators, and developers.  In practice, users are able to have a 
number of roles such as content developers and editors, and peer reviewers.  These roles 
require a user contribution and are mostly monitored by community processes. 
Open2Study is a free MOOC (Massive Open Online Course) platform founded in April 2013 
by Open Universities Australia as a self-funding distance and online education institution.  
The courses offered are provided by major Australian universities like Macquarie University 
and Massey University.  Open2Study offers synchronous courses with a start and finish date, 
weekly assignments, and free certificates.  However, courses provided from this platform 
are not interactive in terms of discussion forums, and lack some features compared to the 
more well-known platforms mentioned earlier (The-Good-MOOC, 2013).  Open2Study 
claims that compared to well-known MOOCs providers, Coursera and edX, this platform 
seems more focused toward concrete career skills rather than core academic subjects 
(www.open2study.com).  For example, findings conducted in a study on MOOC experience 
from a staff perspective revealed that they had higher visibility, enhanced working 
relationships and transferability of skills as the benefits received from taking a MOOC course 
on this platform (Wilson, Hartnett, Brown, Jamieson, & Symonds, 2014).  
Collaborative learning highlighted in Wikiversity, Khan Academy and Open2Study provides 
learners and instructors with an opportunity to build their own learning community at all 
levels of education.  These platforms also provide their courses in many languages.  For 
example, Wikiversity has recently provided more than 17,000 learning resources in fifteen 
languages including “Arabic, Czech, English, Finnish, French, German, Greek, Italian, 
Japanese, Korean, Portuguese, Russian, Slovene, Spanish, and Swedish” (Wikipedia, 2015). 
Khan Academy, Wikiversity, and Open2Study are all non-profit platforms which aim to 
provide an informal learning environment to learners without time and place constraints.  
Khan Academy and Wikiversity offer extensive learning materials such as lecture notes, 
PowerPoint slides, and video lectures.  These two platforms are not formal course providers 
because they only offer learning materials. 
Open2Study is different from those two platforms in that it offers courses known as massive 
open online courses (MOOCs).  Courses offered on this platform are taught by university 
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experts with a combination of a traditional pedagogical instruction with a course syllabi and 
assignments which are planned in advance for learners.  These courses have a specific start 
date and end date with course content provided via video lectures, structured modules, and 
required readings (Zhan et al., 2015).  An online interaction via a discussion forum amongst 
learners and instructors is at the heart of this type of learning platform because it is an 
effective way to promote learner engagement and learning activities (Onah, Sinclair, & 
Boyatt, 2014).   
Massive open online courses (MOOCs) were employed in the context of this qualitative case 
study research.  MOOCs allow individual learners to create their own learning path by 
highlighting the importance of learner motivation and interaction, and using social 
platforms as the alternative tools for interaction.  MOOCs are courses offered for a large 
number of learners who can access internet to study anywhere anytime for free without any 
entry qualifications (http://www.openuped.eu). 
The term MOOCs was first introduced in 2008 through the official course, “Connectivism 
and Connective Knowledge or CCK08”, taught at the University of Manitoba (Iapa, 2014).  
After that, public awareness of MOOCs grew in 2011 when open-free online courses were 
delivered by elite American universities and then ‘the year of the MOOCs’ was announced in 
2012 (Pappano, 2012).  There are two main types of MOOCs: cMOOCs and xMOOCs.   
In the cMOOC term, ‘c’ refers to connectivism and the first course, CCK08, is an example of 
this type.  cMOOC is grounded in connectivism and is distributed (Kennedy, 2014).  It comes 
from the idea that learners learn with others via a network, where learners are encouraged 
to actively contribute by using digital platforms like blogs, discussion forums and social 
networks to connect with the content, new learning groups, instructors, and their peers in 
order to create their knowledge (Downes, 2012).  Learners can also act as learners and 
instructors in the same learning environment because they help guide their peers through 
the learning activity where they are also acquiring knowledge.  In a cMOOC, the content of 
the course is designed and contributed by learners.  A new network-based pedagogy called 
“connectivism” or “connnectivist learning approach” (Siemens, 2005) is the most recent 
teaching and learning approach in a networked digital age which is considered as the 
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extended version of e-learning derived from early forms of print content delivered by email 
(Wang, Chen, & Anderson, 2014).   
Siemens (2005) describes the key characteristics of connectivism in the following 
statements: 
1. Learning and knowledge exist within a wide range of opinions. 
2. Learning is a network formation process through particular nodes or learning 
resources. 
3. Knowledge can exist in computer-assisted tools. 
4. Knowing more than what is currently known is preferred. 
5. Keeping on connecting with others is required. 
6. Connecting knowledge, ideas, and concepts in a logical way is crucial for each 
learner. 
7. Seeking up-to-date knowledge is required for all connectivist learning activities. 
8. Decision making is learning. 
In online social learning platforms, connectivism can promote contribution amongst learners 
(Verhagen, 2006).  A connectivist learning approach emphasises learners and provides them 
with opportunities to share opinions and viewpoints, and provide constructive feedback via 
conversation and discussion rather than through traditional instruction (Friesen & Lowe, 
2011). This learning approach can be simply explained as knowledge being constructed 
through human and non-human resources when they participate in learning networks 
(Wang, et al., 2014). 
In contrast to cMOOC is the xMOOC.  xMOOC was first introduced in 2011 via the “Artificial 
Intelligence” course by Stanford University.  After that, Coursera, Udacity and edX were 
created and are well-known as examples of this type.  xMOOC is grounded in cognitive-
behaviourism and centralised (Kennedy, 2014).  This type of MOOC combines traditional 
pedagogical instruction and higher education methods of learning in the digital age.  
Courses offered through an xMOOC are divided into weekly teaching plans and allows 
learners to watch video lectures, and check their understanding through the use of quizzes 
or assignments.  Learners are motivated to join discussion forums because these forums 
allow them to share ideas, post questions, or seek course clarification.  cMOOCs 
concentrates on knowledge construction by learners (Siemens, 2012) while xMOOCs 
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emphasises knowledge repetition by learners with planned learning formats.  In cMOOCs, 
the major emphasis is that each individual learner needs to be responsible for his/her own 
learning experience.  While in an xMOOC, learners are required to acquire the learning 
content and pass the course evaluation.  They are just different and one type is not better 
than the other. 
There are three well-known xMOOC providers available (i.e., Udacity, Coursera, and edX).  
Udacity, established in February 2012, and Coursera, founded in April 2012, are for-profit 
platforms, whereas edX, started in December 2011, is a non-profit organization.  These 
three main providers have developed high-quality collaboration with prestigious universities 
to attract the attention of learners (Morris, 2013).   
Coursera is the largest provider of MOOCs with nearly 7 million learners registered in 622 
courses surveyed in February 2014 and 108 partner institutions such as “Yale, Michigan, 
Stanford, Minnesota, Florida, Virginia, University of North Carolina-Chapel Hill and Georgia 
Institute of Technology”.  Its courses are taught in English, Spanish, French, Italian, German, 
Arabic, Russian, Portuguese, Ukrainian, Japanese, and Chinese (Morris, 2013).   
Udacity has more than 1.6 million learners with 151 online courses as of February 2013.  
This provider has 32 collaborating partner schools, for instance, San Jose State University.  
Courses are only provided in English (Morris, 2013).   
edX, the non-profit venture, has 151 online courses with more than 1.6 million learners as of 
November 2013.  Its well-known partner universities include “the University of California, 
Berkeley, MIT, University of Washington, and Australian universities” (Morris, 2013).   
As this qualitative case study research was conducted to investigate learning intrinsic 
motivation in online social learning platforms in the context of developing country settings, 
an xMOOC course offered by a Thai university in Thailand was selected as a research site.  
More details about Thai MOOCs are presented in Section 2.6.   
As discussed previously, online learners need to possess a number of learning traits in order 
to successfully achieve their learning outcomes.  Examples of learners’ traits needed when 
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taking online education are self-directed learner, self-efficacy, self-autonomy, and self-
determination.  The next section demonstrates self-directed learning. 
2.4 Self-Directed Learning 
Self-directed learning has increasingly received high degree of attention in online learning 
because it emphasises learner-centred and autonomous learning where learners are self-
directed to create their knowledge and skills in higher education, specifically in online 
learning environments.  Knowles (1975) defines self-directed learning as “self-directed 
learning assumes that humans grow in capacity and need to be self-directing; learners’ 
experiences are rich resources for learning; individuals learn what is required to perform 
their evolving life tasks; an adult’s natural orientation is task or problem-centred learning; 
and self-directed learners are motivated by various internal incentives such as need for self-
esteem, curiosity, desire to achieve, and satisfaction of accomplishment”.  Therefore, MOOC 
course facilitators, for example, should take self-directed learning into consideration when 
providing quality online learning.  
From one characteristic stated above, self-directed learning facilitates learning motivation 
when learners participate in online learning environments.  Motivation can be specifically 
seen as an intrinsic motivation that helps online learners stay engaged in their learning 
activities including being curious, desiring to succeed, and having a sense of completion 
(Knowles, 1975).  Garrison (1997) also proposed “self-directed learning that includes self-
management, self-monitoring, and motivational dimensions” in his model.  He argued that 
motivation directly affects learning and the accomplishment of cognitive goals.  This 
confirms that motivation is a crucial factor for individual learners to use in learning 
activities, and it can be significantly linked to online learning environments (de Waard, 
Kukulska-Hulme, & Sharples, 2015).   
Recent research findings revealed that an interest in registering for MOOC courses in 
FutureLearn might replace other leisure time activities (de Waard, et al., 2015), or comes 
from the desire to gain specific skills to find a new job and prepare for additional education, 
reported in an empirical research that was conducted in developing country settings 
(Garrido, et al., 2016).  MOOCs also promote self-directed learning amongst learners with 
the ability to participate in learning activities, and construct and share knowledge and skills 
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with peers (Kop, 2011; Koutropoulos et al., 2012).  Adult learners who have a strong ability 
to speak English, for example, when taking MOOCs are more likely to be self-directed 
learners and have higher completion rates (Schulze, 2014).   
In online learning environments, individual learners possess two forms of motivation 
including “entering motivation and task motivation” (Garrison, 1997).  “Entering motivation” 
is seen as an initial interest to join, whereas “task motivation” is seen as an effort to 
participate in learning activities.  From the distinction of motivation, learner motivation 
reported in the findings from two studies mentioned above is considered as entering 
motivation because it does not occur during learning activities.  
In the context of hybrid MOOC learning, self-directed learning is crucial in online learning 
environments.  Individual learners are required to be self-directed and autonomous when 
participating in learning activities in order to aggregate learning resources, construct and 
share knowledge and skills with others (Downes, 2012; Siemens, 2012).  Self-directed 
learning, therefore, not only provides learners with positive learning experience, but also 
allows individual learners to partake in learning activities supported by their intrinsic 
motivation.   
When learning with others in online education, online learners need to interact and 
communicate with peers and course facilitators.  An effective way of communication in 
order to become successful learners is required.  As this qualitative case study research was 
an examination of learner intrinsic motivation in online education in the context of a 
developing country, the next section presents online learning in developing countries. 
2.5 Online Learning in Developing Countries 
This qualitative case study research employed massive open online courses (MOOCs) in 
developing countries to examine learner intrinsic motivation.  This section then aims to 
provide an overview of online learning in developing countries before introducing 
developing MOOCs in the next section.  This is because MOOCs are regarded as a part of 
online learning.  
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Online learning as an alternative form of open education which is about removing barriers 
to learning and providing learners with the freedom to select what, where, how, when, and 
at what pace to learn, specifically for learners who are from a developing country setting.  
There are some key barriers that learners from developing countries face when taking 
online courses such as technological barrier (e.g. access to broadband internet), language 
barrier (e.g. English language), prior knowledge of a subject taken, and lack of self-study 
discipline (Barak, et al., 2016; Fini, 2009; Gulatee & Nilsook, 2016; Rybushkina & Chuchalin, 
2015; Yáñez, et al., 2014).   
The concept of open education resources (OER) in open online learning environments may 
help resolve these barriers because OER is defined as “teaching, learning and research 
materials in any medium, digital or otherwise, that reside in the public domain or have been 
released under an open license that permits no-cost access, use, adaptation and 
redistribution by others with no or limited restrictions” (UNESCO, 2012, p. 1).  The OER 
concept assumes that learning resources made available online for free allow learners from 
developing countries to access and benefit from these online resources.  OER, therefore, 
helps provide opportunities for education for lifelong learning and resolve high rates of 
illiteracy in a developing country setting (Nti, 2015).  Thailand is considered as a developing 
country and has already signed an agreement of OER with “the United Nations Educational, 
Scientific and Cultural Organization (UNESCO)”.  This means Thailand has the potential to 
design, develop, and provide good quality online learning for its own learners with specific 
cultural, economic, social and language characteristics in various forms of online learning 
modes including e-learning and MOOCs. 
E-learning is perceived as the most popular online learning mode of providing educational 
opportunity by universities throughout the world including the context of a developing 
country setting (Bhuasiri, et al., 2012).  A number of factors can predict the success of 
providing online learning, and learner motivation is seen as a key factor indicating successful 
e-learning implementations.  The findings from prior research on “critical factors for e-
learning in developing countries” (Bhuasiri, et al., 2012) revealed that there were six 
categories and twenty critical learning factors.  The category related to learner motivation 
was extrinsic motivation that has two factors (i.e., perceived usefulness and clear direction).   
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Perceived usefulness refers to the degree to which learners perceive that taking online 
courses can help increase their competence, whereas clear direction refers to a sense of 
having no confusion when taking e-learning (Bhuasiri, et al., 2012).  From these findings, 
intrinsic motivation seemed not to be investigated in this study.  This means that learner 
intrinsic motivation needs to be investigated in the context of online learning, specifically in 
a developing country setting.  In a study conducted in Peru investigating e-learning 
motivation and educational portals in developing countries, it was found that the more 
learners use education portals, the more learner motivation towards e-learning increases 
(Paola Torres Maldonado, Feroz Khan, Moon, & Jeung Rho, 2011).  In an online learning 
environment such as mobile learning in developing countries, using the internet devices has 
positively improve learning outcomes (Barker, Krull, & Mallinson, 2005).  
Recently, there has been a study conducted on “adult learner perceptions of MOOC 
motivation, success, and completion” (Loizzo, 2015).  With regard to learner motivation, the 
findings revealed that learners possessed an interest to learn and a desire to continue 
learning.  These two motivators can be considered as learner intrinsic motivation because 
they directly deal with learners’ psychological needs informed by self-determination theory 
(Deci & Ryan, 2002; Ryan & Deci, 2000).  A strong desire to meet new people and learn new 
languages such as English is also regarded as learner intrinsic motivation in online learning 
environments (Kizilcec & Schneider, 2015).   
The pedagogical design of a cooperative MOOC with intensive use of social platforms can 
increase learner intrinsic motivation to register and participate in learning activities, and 
lead to successful academic outcomes (Castaño, 2015; Chan, Rizzardini, Plata, & Medina, 
2015).  Although learner motivation occurs during taking online courses, some MOOC 
learners prefer to meet with peers face-to-face outside a course.  The findings from prior 
studies (Bulger, Bright, & Cobo, 2015) revealed that some learners need to seek private 
communication with others when participating in learning activities.  This means they want 
to discuss course-related activities such as assignments, and want to be intrinsically 
motivated by peers. 
Motivation generally has a positive impact toward online learning, however, some 
demographics could influence learning motivation (Chang & Lin, 2011).  These basic 
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demographics could negatively affect the learning motivation of older learners, however, a 
friendly learning environment and social activity positively affected their motivation to 
learn.  Cultural differences between learners from developed and developing contexts may 
affect learner intrinsic motivation to participate in learning activities.  For example, 
American learners had higher motivation scores of “course relevance, course interest, 
reinforcement, and self-efficacy” than Chinese learners (Mei, 2005, p. 18).  More details 
indicating differences in motivation between the developing and developed contexts were 
illustrated in the following table.  
Table 2.1: Differences in Motivation Type between Developing and Developed Countries 
                   (Mei, 2005, p. 19) 
Motivation Type 
Means for Each Country 
Chinese Students American Students 
Course relevance 3.90 4.20 
Course Interest 4.00 4.09 
Affect and Emotion 3.56 3.56 
Reinforcement 3.77 3.99 
Self-Efficacy 3.63 3.87 
Learner Control 3.76 3.64 
Overall Motivation 3.77 3.89 
The next section looks at massive open online courses (MOOCs) in Thailand.  Thai MOOCs 
were used as a research site. 
2.6 Massive Open Online Courses in Thailand 
The first MOOCs in Thailand were planned to officially launch in August 2016.  These Thai 
MOOCs have been developed and sponsored under a project of “the Thailand Cyber 
University (TCU), Office of the Higher Education Commission (OHEC)” in Thailand.  This 
project initially promotes online learning by seeking national and international cooperation 
with tertiary institutions.  As MOOCs, fully online learning, is the latest educational initiative 
of e-learning (Castaño, 2015; Chan, et al., 2015; Zhong, et al., 2016), TCU has annually 
organised the International E-Learning Conference that has MOOCs as one of the important 
conference sub-themes and tried to introduce it to the conference audiences 
(ThaiCyberUniversity, 2015).  The aims of this conference are “to be a stage for exchanging 
knowledge, innovative practices and experiences in e-Learning amongst Thai and 
international educators, researchers, faculty, and students, to assemble knowledge on every 
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aspect of e-Learning from Thai and international educators, researchers, and faculty and to 
create the e-Learning knowledge asset, and to expand e-Learning knowledge to educators, 
researchers, faculty, and students via website, journal, publication, and other channels” 
(ThaiCyberUniversity, 2015).  
As Thai MOOC courses have not been officially introduced into Thailand, empirical studies 
conducted in e-learning contexts seem to be suitable to better understand Thai learners’ 
experiences in online learning, specifically the opportunities and challenges relating to 
learner motivation.  A lack of self-motivation needed for e-learning is discussed in a study on 
“issues in e-learning: a Thai case study” (Pagram & Pagram, 2006).  Lack of self-motivation in 
Thai learners might result from cultural aspects because Thailand is a country with strong 
cultural traditions and its people are mostly Buddhists.  These may affect the way that Thai 
learners usually behave which are as passive learners in order to show their politeness to 
others.  English language as a cultural component is also considered as one of the important 
challenges for both Thai learners and instructors (Fini, 2009; Gulatee & Nilsook, 2016; 
Pagram & Pagram, 2006; Rybushkina & Chuchalin, 2015). 
Seniority is another issue when considering Thai culture.   Although seniority can prevent 
arguments due to deference, it can be the cause of communicative difficulty in a group 
discussion (Pongsakornrungsilp, 2011).  For example, younger learners feel that they do not 
want to argue with senior learners when participating in group activities (Kini, Ramakrishna, 
& Vijayaraman, 2004).   This can be seen as being afraid of offending others or “Kreng Jai” in 
Thai because Thais do not want to hurt someone’s feeling (Pongsakornrungsilp, 2011).  This 
phenomenon cannot only be created by only peers but also course facilitators. 
There are a number of factors that promote Thai learner motivation when taking online 
courses.  Providing suitable pedagogical learning such as self-directed learning or helping 
learners concentrate on their academic achievements and future expectations can directly 
motivate them to learn and participate in learning activities (Tongsilp, 2013).  Intrinsic goal 
and self-efficacy are also linked to Thai learner motivation in terms of keeping them 
engaged and participating in learning activities (Samruayruen, Enriquez, Natakuatoong, & 
Samruayruen, 2013).   
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In prior research conducted in Thailand and Mexico as developing countries, the participants 
reported their perceived advantages and disadvantages of MOOCs (Yáñez, et al., 2014).  The 
specific advantages of MOOCs include an access to a wide range of topics with up to date 
knowledge, education of a higher quality, and universities and instructors in foreign 
countries.  MOOCs also provide flexibility of time and place for learning, and lead to better 
employment opportunities. As regards specific disadvantages, technological barriers (i.e., 
low levels of access to internet, low internet speed, and technological incompatibilities) and 
language barrier (i.e. English) are revealed by the participants.  In addition, that people do 
not know about MOOCs and that certification is not recognised by employees and schools 
are additional disadvantages (Yáñez, et al., 2014).  
Course formats of MOOCs generally include video lectures, individual/pair/group work, 
assignments, exams, and feedback/assessment from peers and course instructors.  Live chat 
and a discussion forum are provided for learners and course facilitators to interact and 
communicate.  There are three key components to be concerned with when designing and 
developing Thai MOOCs including innovative pedagogy, interactive course system, and 
effective course assessment.  
The next section considers learner intrinsic motivation in online social learning platforms as 
a key investigation in this qualitative case study research. 
Part Two – Learner Intrinsic Motivation in Online Social Learning Platforms 
Online social learning platforms with specific reference to MOOCs were the context of this 
qualitative case study research.  This section is divided into two major themes.  The first 
theme provides the definition and characteristics of learner motivation, self-determination 
theory, and cognitive evaluation theory (2.7).  The second theme illustrates a conceptual 
model of learner intrinsic motivation in online social learning platforms in developing 
country (2.8).  This is followed by a chapter conclusion. 
2.7 Learner Motivation, Self-Determination and Cognitive Evaluation Theory 
Learner motivation is a critical factor that directly influences meaningful engagement, 
facilitates academic achievement, promotes individual learning experience, and decreases 
dropout rates in various higher education settings including in online learning contexts.  An 
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online learner is seen a key actor who is autonomous and able to select their own learning 
pace.  They select a particular online course to participate in learning activities by themselves 
because their desire to learn originates from their own psychological needs (Deci & Ryan, 
1985).  These psychological needs are equated to their motivation to learn.   
Gardner (1995) defines motivation as a desire to learn due to individuals need to invest in 
learning activities.   Motivation is also correlated to the characteristics of attitudes toward 
learning, desire to learn, and motivational intensity.  Motivation is seen as a psychological 
factor which encourages people to initially take and participate in a particular activity.  It can 
lead people to have a particular behaviour in order to achieve their tasks or outcomes.  
Intrinsic motivation and extrinsic motivation are two fundamental forms of motivation (Deci & 
Ryan, 1985; Deci & Ryan, 2008). 
2.7.1 Intrinsic Motivation 
Learner intrinsic motivation in online social learning platforms is a crucial factor resulting in 
learning achievement, learning experience, learning engagement, and completion rates.  
Intrinsic motivation in online learning communities occurs when learners have feelings of 
being motivated to participate in learning activities without demanding any rewards or 
reinforcements (Kraut & Resnick, 2012).  An elementary motivation comes from exploratory, 
playful and curiosity-driven behaviours (White, 1959).  Reiss (2004) describes the basic 
intrinsic motivation related to learning as different types such as power, curiosity, 
independence, acceptance, or social contact, as shown in Table 2.2. 
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Table 2.2: Multifaceted Nature of Intrinsic Motivation (Reiss, 2004, p. 187) 
Motive name Motive Intrinsic feeling 
“Power” “Desire to influence (including leadership, related to 
mastery)” 
“Efficacy” 
“Curiosity” “Desire for knowledge” “Wonder” 
“Independence” “Desire to be autonomous” “Freedom” 
“Status” “Desire for social standing (including attention)” “Self-importance” 
“Social contact” “Desire for peer companionship (including play)” “Fun” 
“Vengeance” “Desire to get even (competition and wining)” “Vindication” 
“Honour” “Desire to obey a traditional moral code” “Loyalty” 
“Idealism” “Desire to improve society (including altruism, 
justice)” 
“Compassion” 
“Order” “Desire to organise (including ritual)” “Stability” 
“Acceptance” “Desire to approval” “Self-confidence” 
“Tranquillity” “Desire to avoid anxiety, fear” “Safe, relaxed” 
“Saving” “Desire to collect, value of frugality” “Ownership” 
Intrinsic motivation is defined as doing a particular activity based on interests and 
enjoyment, whereas extrinsic motivation occurs when doing a particular activity for a 
reward, for example (Deci & Ryan, 1985).  Intrinsic motivation also refers to doing 
something “for its own sake”, while extrinsic motivation refers to a desire to accomplish a 
particular activity (Carreira, 2005).  Lui (2002) argues that intrinsic motivation occurs when 
people participate in a particular activity because they enjoy it.  This means that people tend 
to complete a challenge or a task based on intrinsic motivation, competencies and 
capabilities.   
Prior research regarding motivation to learn in MOOCs suggests that individual learners may 
be also intrinsically motivated to learn by the two factors of “language of instruction and 
social engagement” (Barak, et al., 2016).  There were five types of MOOC learners including 
“problem-solvers, networkers, benefactors, innovation-seekers, and complementary-
learners” (Barak, et al., 2016, p. 49).  Motivation to learn for these MOOC learners is based 
on their need to overcome a particular problem in their workplace, to share meet people 
with similar capability and interests with others, to help others, to stay informed about the 
latest innovations, and to broaden and deeper their curriculum, respectively (Barak, et al., 
2016).  A self-autonomous learner is an additional factor of intrinsic motivation because 
learners are free to organise their own learning and find it convenient to select their own 
time and location to work through MOOCs (Zhong, et al., 2016).  Perceived usefulness and 
perceived enjoyment also influence learner intrinsic motivation to continue using MOOCs 
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(Alraimi, Zo, & Ciganek, 2015).   These motivational factors share some intrinsic feelings and 
demonstrate the multifaceted nature of basic intrinsic motivation presented in Table 2.2.  
High MOOC dropout rates, on the other hand, are the result of a number challenges.  
Factors relating to low self-motivation include insufficient reward, insufficient prior 
knowledge, dealing with negative peers on a discussion forum, dealing with unfamiliar 
course content, and having time constraints or life load (Zhong, et al., 2016).  Espinosa, et al. 
(2015) argue that challenges and problems individual learners face while taking MOOCs can 
affect their motivation.  Challenges include “self-motivation, self-regulation abilities, extra 
time invested, release requirements, goals and inductive activities, unsatisfactory 
identification of learners, difficult activities, lack of feedback monitoring, and a software 
platform incompatible with the social platforms used”.  Whereas problems include “limited 
information and communication technology skills, difficult feedback in forums, uncertain 
peer feedback, a scarcity of theoretical support in evidence portfolios, and a lack of means 
to help low self-motivated or self-regulated learners” (Espinosa, et al., 2015).   
In order to examine learner intrinsic motivation in online social learning platforms, relevant 
theories should be considered.  Possible theories include expectancy theory (Vroom, Porter, 
& Lawler, 2005), self-determination theory (Deci & Ryan, 2002), and cognitive evaluation 
theory (Ryan & Deci, 2000).   
When referring to motivation, extrinsic motivation must be discussed because there might 
be some relationships with intrinsic motivation.  This would make the researcher 
understand more about learner intrinsic motivation in this research.  The next section 
presents extrinsic motivation.  
2.7.2 Extrinsic Motivation 
Learner extrinsic motivation in online social learning platforms occurs when learners are 
forced to participate in learning activities because of factors external to them (Lui, 2002) but 
not to be inherently interested in participating in learning activities by themselves.  Rewards 
are extrinsic motivation. There is a number of rewards in online communities that motivate 
members to contribute (Kraut & Resnick, 2012).  The rewards, for example, are an iPod for 
introducing new members; status markers such as newbie, regular visitor, senior 
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contributor, or expert for gaining reputation; privileges for obtaining sense of belonging; or 
money as a tangible reward for completing small online activities.   
In online learning environments, extrinsic motivation can be a degree or a certificate that 
individual learners need for their future jobs.  Recently, findings from a study conducted in a 
developing country setting (i.e., Colombia, the Philippines, and South Africa) revealed that 
there were two main types of extrinsic motivation for taking MOOCs from users in these 
countries including employment, and education (Garrido, et al., 2016).  Motivations for 
employment include gaining better skills for both current and future jobs, whereas 
motivations for education include preparing for additional education, obtaining professional 
certification, and learning something related to current studies in school.  These extrinsic 
motivations are possessed by learners when they register for MOOC courses, and some 
motivations mentioned here can be also found in a study on learner motivation for MOOC 
registration (Howarth, et al., 2016).   
Motivation can also affect learning behaviour in the following ways: directing behaviour 
toward particular goals, leading to increased effort and energy, increasing initiation of, and 
persistence in activities, enhancing cognitive processing, determining cognitive processing, 
and leading to improve performance (Deci & Ryan, 1985; Deci & Ryan, 2008).   
Empirical studies that investigate factors influencing learner extrinsic motivation have been 
increasingly conducted.  Creating social connections, and preparing for the future are found 
as the key factors for registering in MOOC courses in previous research investigated by 
Howarth, et al. (2016).  Passing the assignments and receiving the certificate of completion 
are additional factors that motivate MOOC learners to participate and stay engaged with 
learning activities (Littlejohn, et al., 2016) such as video lectures which can be used as a 
motivational strategy to keep MOOC learners feel motivated and engaged (Deng, Shao, 
Tang, & Qin, 2014).  Factors that help promote learners to stay engaged and motivated in 
MOOC learning activities include learning activities, course facilitators, peers, and course 
resources (Hew, 2015).  Factors that may demotivate learners to complete MOOCs include 
learning assessment, feedback, course facilitators, and course interaction (Freitas, Morgan, 
& Gibson, 2015).  
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From what has been discussed about intrinsic and extrinsic motivation above, learner 
intrinsic motivation was selected as the main focus in this qualitative case study research.  
As learner intrinsic motivation could not be directly measured and asked about from 
participants, the need to employ relevant theories such as cognitive evaluation theory (Deci 
& Ryan, 2002; Deci & Ryan, 2008) or “expectancy theory” (Vroom, et al., 2005) was taken 
into consideration in this qualitative case study research.   
As learner intrinsic motivation was examined in this research, a motivation theory of self-
determination theory should be discussed earlier because this theory served as an umbrella 
for intrinsic motivation.  The next section details self-determination theory.  
2.7.3 Self-Determination Theory 
Self-determination theory is a theory of autonomous motivation addressing the 
psychological needs that drive individual learners to be intrinsically motivated, and is 
underpinned by three components of autonomy, relatedness, and competence (Deci & 
Ryan, 2002; Deci & Ryan, 2008).  The need for autonomy occurs when individual learners 
are independent to select what they want to learn or participate in in learning activities.  
The need for relatedness occurs when individual learners need to interact and connect with 
others and resources that can make them motivated to learn such as peers, course 
facilitators, and course resources.  The need for competence occurs when individual 
learners need to successfully gain knowledge and skills offered by the course.  SDT argues 
that “all learners have an intrinsic need to be self-determined or autonomous, as well as 
having a feeling of being capable and connected to others” (Hartnett, et al., 2011; Reeve, 
2012).  SDT not only helps inform intrinsic motivation but also helps identify the use of 
social platforms as a tool for communication and interaction amongst MOOC learners with 
peers, course facilitators and course resources.   
Intrinsically motivated learners with the above three psychological needs are seen as the 
crucial actors in online learning environments.  These psychological needs are increasingly 
investigated in the context of social platforms such as Facebook in terms of communication, 
interaction and cooperation (Akbari, Pilot, & Simons, 2015).  Individual learners with the 
need of autonomy can access online social learning platforms and social networks without 
time and place limitations.  They can independently learn in their own time from a choice of 
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social networks made available.  With regard to relatedness, individual learners can 
establish communication and social interaction via a variety of user-friendly social network 
formats such as audio, visual, written or short messages.  These user-friendly formats can 
help increase feelings of relatedness between learners, peers, course facilitators, and course 
resources.  Individual learners’ feelings of competence increase when they are confident 
that their online learning activities and tasks match their knowledge and skills.  With these 
social network formats, learners have enough time to express opinions and views as well as 
more confidently interact and engage with others (Akbari, et al., 2015). 
SDT has been directly and indirectly employed in a number of empirical studies regarding 
learner motivation in the context of online learning and MOOCs.  Learners’ autonomy with 
specific needs and types of motivation was a crucial factor for MOOC designers to consider 
when providing MOOC courses (Zhou, 2016).  In terms of a sense of academic achievement 
in learning MOOCs, learners revealed that they possessed both intrinsic and extrinsic goal or 
motivation, along with the learning strategies when taking MOOCs (Magen-Nagar & Cohen, 
2016; Morris, 2014).   
The findings from prior research (e.g. Durksen, Chu, Ahmad, Radil, & Daniels, 2016) also 
revealed that the need for autonomy and competence were well correlated.  This means, 
for example, highly autonomous learners who are free to choose and access learning 
resources to complete a particular assignment can engage more in learning activities and 
this leads to competency.  This is the reason why the need for relatedness through social 
platform interactions is more difficult to discern than the combined needs of autonomy and 
competence.  
SDT, therefore, is considered as an appropriate lens with which to investigate intrinsic 
motivation when individual learners with psychological needs participate in learning 
activities in online learning environments.  Its components of autonomy, relatedness, and 
competence help reflect how online learners participate in learning activities; interact with 
peers, course facilitators, and course resources; and construct and share their skills and 
knowledge with others.   
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The following section details cognitive evaluation theory.  This theory was directly employed 
in this research to investigate learner intrinsic motivation in online social learning platforms 
in developing countries. 
2.7.4 Cognitive Evaluation Theory 
Cognitive evaluation theory (CET) stresses the importance of perceived competence and 
perceived autonomy (Ryan & Deci, 2000).  In this qualitative case study research, CET was 
specifically employed to examine learner intrinsic motivation from learners who have 
undertaken learning activities in a MOOC offered by a Thai university.   
CET focuses on how social and environmental conditions facilitate or diminish learner 
intrinsic motivation (Ryan & Deci, 2000) when learner participate in learning activities in 
online social learning platforms with specific reference to MOOCs.  Examples of social 
factors include course facilitators, peers, family members, friends, colleagues, and 
employers (e.g. Reeve, 2012).  These parties may positively or negatively provide feedback 
to learners who have undertaken learning activities in MOOCs.  Examples of environmental 
factors include learning tools, technological tools, learning content and goals, grades, 
certificates, assignments, quizzes, exams, tests, readings, video lectures, illustrations, 
deadlines, learning activities, discussion forums, and internet connection (e.g. Sataporn, 
2015; Wang, et al., 2014; Yang, Li, Tan, & Teo, 2007).  These environmental factors may also 
facilitate or diminish learner intrinsic motivation. 
Perceived competence and perceived autonomy from learners who have undertaken 
learning activities in MOOCs play a significant role in CET.  Perceived competence refers to a 
feeling of capability and effectiveness, whereas perceived autonomy refers to a feeling of 
doing an activity for its own sake (Ferrer-Caja & Weiss, 2000; Riley, 2016).   
The next section discusses how people examined learner intrinsic motivation using cognitive 
evaluation theory in both qualitative and quantitative approaches.  
2.7.5 How People Measure Intrinsic Motivation Using Cognitive Evaluation Theory 
Intrinsic motivation in online education derives from a psychological need based on 
learners’ interests and enjoyment when participating in online activities.  According to Ryan 
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and Deci (2000), “the theory of intrinsic motivation does not concern itself with what causes 
intrinsic motivation because it is the inherent tendency or innate propensity”.  The theory of 
intrinsic motivation, therefore, examines the factors that increase or decrease intrinsic 
motivation instead.  
In online social learning platforms, specifically in massive open online courses (MOOCs), an 
empirical study on learner intrinsic motivation increasingly requires further investigation.  In 
this qualitative case study research, self-determination theory (SDT) was indirectly 
employed to investigate learner intrinsic motivation in online social learning environments.  
SDT is “a macro-theory of human motivation, personality development, and well-being” 
(Deci & Ryan, 2008, p. 182) that consists of five sub theories including “basic needs theory, 
organismic integration theory, goal contents theory, causality orientations theory, and 
cognitive evaluation theory” (Reeve, 2012, p. 153).  The first four sub theories are briefly 
presented as follows, along with the fifth mini-theory, cognitive evaluation theory, which is 
presented in more details because it will be specifically employed to investigate learner 
intrinsic motivation in this research. 
Basic needs theory “elaborates the concept of psychological needs and specifies their 
relation to intrinsic motivation, high-quality engagement, effective functioning, and 
psychological well-being” (Reeve, 2012, p. 153).   
Organismic integration theory “introduces types of extrinsic motivation; specifies the 
antecedents, characteristics, and consequences of each type; and explains learners’ 
successful or unsuccessful academic socialisation” (Reeve, 2012, p. 153).   
Goal contents theory “distinguishes intrinsic goals from extrinsic goals to explain how the 
former supports psychological needs and well-being whereas the latter neglects these needs 
and fosters ill being” (Reeve, 2012, p. 153).    
Causality orientations theory “identifies individual differences in how learners motivate and 
engage themselves. To engage themselves, some learners rely on autonomous guides to 
action while others rely on controlling and environmental guides” (Reeve, 2012, p. 153).   
Cognitive evaluation theory “predicts the effect that any external event will have on intrinsic 
motivation; and explain why some external events support autonomy, competence, and 
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intrinsic motivation, while other events interfere with and thwart these motivations” 
(Reeve, 2012, p. 153). 
Factors that lead online learners to be intrinsically motivated to participate and engage with 
their learning activities derive from a number of motivational resources.  Online learners are 
required to become autonomous, related, and capable in order to successfully complete 
their online courses.  For example, different forms of extrinsic motivation can affect learner 
intrinsic motivation as described in organismic integration theory (Deci & Ryan, 2002; Ryan, 
2009).    
In online learning environments, extrinsic motivation is based on the outcomes of the 
learning activities, while intrinsic motivation focuses on interest and enjoyment derived in 
the learning activities and occurs spontaneously.  Intrinsic goals as described in goal 
contents theory in online learning environments such as the need to develop knowledge 
and expertise (Littlejohn, et al., 2016) or being ready for the future and dealing with others 
(Zhong, et al., 2016) can promote deeper learning, better academic performance, higher 
retention rates, and greater well-being (Reeve, 2012; Vansteenkiste, Lens, & Deci, 2006).   
Social factors and environmental factors that facilitate or diminish learner intrinsic 
motivation in online social learning environments are considered as external events such as 
feedback, collaboration tools, and rewards (Ryan & Deci, 2000).  Positive feedback from 
course facilitators in MOOCs, for example, can enhance learner intrinsic motivation, 
whereas negative feedback can diminish learner intrinsic motivation. The reason why these 
external events enhance or diminish learner intrinsic motivation derives from learners’ 
perceived competence and perceived autonomy.  Learners who possess positive intrinsic 
motivation will be competent when they feel that learning activities challenge their ability 
to learn.  They will also be autonomous when they feel that they can choose their own 
learning paths.  These factors are from external events; however, positive intrinsic 
motivation is derived from their own decision based on their competence and autonomy 
towards those external events.  
On the other hand, learners who possess negative intrinsic motivation may feel that 
external events diminish their ability to learn or decrease their choices in learning activities.  
As CET focuses on the psychological needs for being competent and autonomous, intrinsic 
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motivation can be well generated when the feelings of being competent and being 
autonomous can occur at the same time (Ryan & Deci, 2000).  External events or classroom 
conditions that help enhance learner intrinsic motivation in terms of classroom autonomy 
and competence in online social learning environments are choice, interests, positive 
feedback, opportunities for self-direction, encouragement, and acknowledgement of 
feeling, whereas those that diminish learner intrinsic motivation are negative feedback, 
deadlines, directives or commands, pressured evaluations, and imposed goals and rules 
(Reeve, 2012; Ryan & Deci, 2000). 
Motivation in academic settings has been investigated quantitatively and qualitatively.  For 
quantitative research, an inventory to assess both intrinsic and extrinsic motivation has 
been developed by many researchers.  Archer (1994) developed an inventory to assess 
mastery goals, performance goals, and alienation goals in university students.  Examples of 
this test to assess these three goals include “When did you feel most successful when …”, 
“How satisfied did you feel when you …”, “How much do you agree with these statements 
…”, and “When did you feel greatly satisfied or positive about yourself …”  Miller, Greene, 
Montalvo, Ravindran, and Nichols (1996, p. 392) created “an 83-item instrument called 
Attitude Toward Mathematics Survey”.  There are five sub-scales in this test including “self-
perceived ability, self-regulation and cognitive strategy, persistence, effort, and student 
goals: learning goals, performance goals, future consequences, pleasing the teacher, and 
pleasing the family”(Miller, et al., 1996, p. 396).   
The “Motivated Strategies for Learning Questionnaire (MSLQ)” was designed to evaluate 
learning motivation and strategies (Pintrich, Smith, García, & McKeachie, 1993).  
Motivational scales “include intrinsic goal orientation, extrinsic goal orientation, task value, 
control beliefs about learning, self-efficacy, and test anxiety”.  Learning strategy scales 
include “cognitive strategy (rehearsal, elaboration, organisation, and critical thinking), 
metacognitive strategy (planning, monitoring, regulating), and resource manage strategy 
(managing time and study environment, effort management, peer learning, and help-
seeking)” (Pintrich, et al., 1993).  
Shia (1998) also developed “Academic Intrinsic Motivation Questionnaire” to assess the 
factors influencing intrinsic and extrinsic motivation.  Intrinsic motivation factors include 
“mastery goals and the need for achievement”, whereas extrinsic motivation factors include 
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“authority expectations (family and professor), peer acceptance, power motivations, and 
fear of failure”.  Students possessing higher intrinsic motivation often rated intrinsic items 
more frequently than extrinsic ones (Shia, 1998).  For intrinsic motivation, examples of 
intrinsic statements of mastery goals include “I feel that challenging assignments can be 
great learning experiences”, “I enjoy learning about various subjects’, and ‘I like to spend 
time reading about things that interest me”.  Examples of intrinsic statements of the need 
for achievement include “I want to learn everything I need to learn”, “I sign up for the 
classes that will prepare me for the future”, “I feel good about myself when I finish a 
difficult project”, and “I set high goals for myself”.  It is evident from the above motivation 
assessments, that a single factor cannot completely represent a particular phenomenon.  
Integrating relevant statements from available motivation assessments should be taken into 
consideration in order to represent a problem space in this research, specifically in online 
social learning environments.  
The “ARCS model of motivational design” is also used to facilitate the learning process with 
both intrinsic and extrinsic motivation (Keller, 1999).  This model has four key components 
of “attention, relevance, confidence, and satisfaction”.  The attention component deals with 
how to arouse and sustain a learner’s curiosity and interest.  The relevance component links 
“a learner’s needs, interests, and motives”.  The confidence component helps develop 
positive expectations for achieving success.  The satisfaction provides reinforcement and 
reward for learners (Keller, 1999).  
Qualitative studies related to intrinsic motivation have been conducted in the context of 
online learning or MOOCs.  There are three main phases found when taking MOOC courses 
including registration phase, learning phase, and completion phase (Hew, 2015).  With 
regard to the registration phase, a number of factors leading to MOOC registration include 
testing a MOOC before undertaking formal tertiary education, possessing a sense of self-
efficacy, perceived value of taking MOOCs, satisfying curiosity, fulfilling educational and 
professional needs, and MOOC contents matching initial expectation (Howarth, et al., 2016; 
Zhong, et al., 2016).  Considering for the future and dealing with people (Zheng, et al., 
2015), along with fun and enjoyment are additional factors (Li, 2015).   
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Also, the need to develop knowledge and expertise is considered as a learner intrinsic 
motivation (Littlejohn, et al., 2016).  With regard to the learning phase, regular participation 
in learning activities such as watching course videos implies that MOOC learners who have 
intrinsic motivation to learn can obtain high grades and complete a course (Xu & Yang, 
2016). 
An interview is one of the most commonly used methods in qualitative research.  The most 
suitable and relevant set of interview questions that fully represents the phenomenon being 
investigated should be taken into consideration prior to data collection.  Interview questions 
relevant to learner motivation in MOOCs from prior research (e.g. Li, 2015; Loizzo, 2015; 
Morris, 2014) include initial motivation to take MOOCs, learners’ goals, learners’ experience, 
and opinions and feelings towards courses.  
The next section illustrates a conceptual model of learner intrinsic motivation in online 
social learning platforms in developing countries.  This conceptual model was used as an 
initial guideline for conducting this research.  
2.8 Conceptual Model of Learner Intrinsic Motivation in Online Social Learning 
Platforms in Developing Countries 
Learner intrinsic motivation plays a significant role in influencing meaningful engagement, 
facilitating academic achievement, promoting individual learning experience, and decreasing 
dropout rates in various education settings including online social learning platforms.  A high 
dropout rate and learning achievement are amongst the most important challenges that both 
learners and institutions experience in online social learning platforms.  A conceptual model of 
learner intrinsic motivation in online social learning platforms in developing countries is 
needed to address the multi-research problem domain in this qualitative case study research.   
This conceptual model served as an initial guideline for the researcher to conduct this 
qualitative case study research in order to address the research questions (i.e., How do 
learners perceive intrinsic motivation in online social learning platforms in developing 
countries?, How do learners perceive a feeling of competence in online social learning 
platforms in developing countries?, and How do learners perceive a feeling of autonomy in 
online social learning platforms in developing countries?)  The conceptual model was 
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generally based on related theoretical perspectives and constructs derived from the 
literature review (Imenda, 2014).  
In order to develop the conceptual model of learner intrinsic motivation in online social 
learning platforms in developing countries, the researcher came up with a synthesis of 
theoretical perspectives and constructs related to the phenomenon of learner intrinsic 
motivation and the context of online social learning platforms.  The key theoretical perspective 
used in this research was cognitive evaluation theory (CET) (Ryan & Deci, 2000).  The purposes 
of this conceptual model were to provide an initial guideline to conduct this research, help the 
researcher clearly identify the association amongst theoretical perspectives and constructs 
between the research phenomenon and context, select appropriate research methodology 
and methods of data collection and analysis, and guide future research in related fields 
(Imenda, 2014).   
The following figure illustrates the conceptual model of learner intrinsic motivation in online 
social platforms in developing countries proposed in this research.  This conceptual model 
focuses on learner intrinsic motivation that learners experience and participate in learning 
activities in online social learning environments with specific reference to massive open online 
course (MOOCs) in a developing context. 
 
 
 
 
 
 
 
 
Figure 2.3: Conceptual Model of Learner Intrinsic Motivation in Online Social Learning Platforms  
                     in Developing Countries 
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This conceptual model as shown in Figure 2.3 was developed based on SDT’s cognitive 
evaluation theory (CET).  Perceived competence and perceived autonomy are found to 
facilitate or diminish learner intrinsic motivation according to CET.  MOOC learners possessing 
perceived competence and perceived autonomy are influenced by social factors and 
environmental conditions.  These factors can facilitate or diminish learner intrinsic motivation 
(Reeve, 2012; Ryan & Deci, 2000).  Perceived competence and perceived autonomy can affect 
learners’ decision to either continue or withdraw from learning activities that they participate 
in. 
Social conditions in this research referred to people who could affect MOOC learners’ 
perceived competence and perceived autonomy (Reeve, 2012).  These conditions might 
include online peers, online course facilitators, friends, and colleagues.  These parties could 
either facilitate or diminish learners to be intrinsically motivated.  In a developing MOOC, 
learner intrinsic motivation might be influenced more by conditions such as family members 
and employers.  In Thailand, for example, family members play an important role in influencing 
others including helping increase or decrease learning motivation when taking online 
education.  This phenomenon could be interpreted as part of Thai culture.  
Environmental conditions referred to online learning space and environment.  These 
conditions also played a significant role in affecting MOOC learners to be intrinsically 
motivated (Ferrer-Caja & Weiss, 2000).  Environmental conditions in this research might 
include collaboration tools, feedback, discussion forum, learning activities and resources, 
learning tools & technology, internet access and course formats.   In a developing context such 
as Thailand, a feeling of being capable and independent might be facilitated or diminished by 
the specific conditions such as collaboration tools and accessibility of the internet.  
Collaboration tools, for example, could help MOOC learners communicate with peers and 
course facilitators.  Facebook and Line are seen as the most popular collaboration tools in 
Thailand.  
According to CET, MOOC learners who are intrinsically motivated in their learning activities 
have as a result feelings of being more capable and being independent and self-determined.  A 
sense of being capable may come from external motivational themes relating to educational, 
economic, and cultural backgrounds that individual learners possess.  Motivational themes 
that may affect learner intrinsic motivation in developing country settings include career 
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development, ongoing education, financial rewards, educational facilitator, resource 
accessibility, social acknowledgement, culture, gender, and income (Chang & Lin, 2011; Deci & 
Ryan, 1985; Willis-Shattuck et al., 2008).   
MOOC learners who feel less capable and being independent and self-determined may also 
feel less intrinsically motivated to participate in learning activities.  Example of barriers to 
learner intrinsic motivation include low access to broadband internet, low internet speed, 
English language, prior knowledge of a subject taken, lack of self-study discipline, and 
technological incompatibilities (Barak, et al., 2016; Fini, 2009; Gulatee & Nilsook, 2016; 
Rybushkina & Chuchalin, 2015; Yáñez, et al., 2014).   
When designing and developing online courses such as MOOCs in a developing country setting, 
the key theoretical perspectives of SDT’s cognitive evaluation theory including social 
conditions and environmental conditions are needed for stakeholders to consider.  If these 
theoretical perspectives are successfully implemented in developing contexts, they may help 
learners to be intrinsically motivated to participate in learning activities, to achieve learning 
success, and to help MOOC stakeholders decrease high dropout rates.   
2.9 Conclusion  
Online social platforms play a significant role in encouraging both users and learners to 
participate in learning activities and engage with peers, course facilitators, and course 
resources.  This qualitative case study research was an investigation of the phenomenon of 
learner intrinsic motivation in online social learning platforms.  The theoretical perspectives 
and constructs related to this qualitative case study include self-directed learning, learner 
motivation, self-determination theory, and cognitive evaluation theory.  As this research 
was conducted in the context of online social learning platforms with specific reference to 
massive open online courses (MOOCs), a broader view of online learning in a developing 
country setting and MOOCs in Thailand was presented.  A conceptual model of learner 
intrinsic motivation in online social learning platforms in developing countries employing 
the theoretical perspective and constructs mentioned above was also proposed.  The next 
chapter presents research methodology employed in this research. 
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CHAPTER 3: RESEARCH METHODOLOGY 
3.1 Introduction 
This chapter describes the research methodology and research design that was employed 
for this qualitative case study research.  The chapter begins with a research paradigm 
informing the general philosophical orientation including “epistemology, theoretical 
perspective, methodology, and methods” (Crotty, 1998, p. 4), along with the research 
procedure including data collection, data analysis, trustworthiness, and ethical 
consideration (Creswell, 2003). 
This qualitative case study research aimed at investigating the phenomenon of learner 
intrinsic motivation to participate in learning activities that was informed by cognitive 
evaluation theory.  It was conducted within the context of online social learning platforms 
(i.e., MOOCs) in developing country settings (i.e., Thailand) through the eyes of the learners.  
Choosing an appropriate research paradigm was able to ensure that this research was being 
rigorously conducted.  This includes the important array of “epistemology, theoretical 
perspective, methodology, and method” (Crotty, 1998, p. 4).  
3.2 Research Paradigm 
This section presents a way of conducting research associated with the selection of 
epistemology (the nature of knowledge), methodology (the nature of the approach to 
research), and methods (techniques used to gather information).  Figure 3.1 illustrates the 
research paradigm of this research which employs a qualitative case study approach by 
adopting “epistemology (constructionism), theoretical perspective (interpretivism), 
methodology (qualitative case study), method (interview)” (Crotty, 1998, p. 4).   
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Figure 3.1: Research Paradigm (adapted from Crotty, 1998, p. 5) 
3.2.1 Constructionism 
Constructionism states that “all knowledge is contingent upon human practices, being 
constructed in and out of interaction between human beings and their world, and 
developed and transmitted within an essentially social context” (Crotty, 1998, p. 42).  
Gasper (1999, p. 855) confirms that “knowledge in some area is the product of our social 
practices and institutions, or of the interactions and negotiations between relevant social 
groups”.  This means knowledge can be constructed by learning from a particular course and 
having social interaction with others.  It depends on how learners view, interpret and 
acquire in their learning, especially when they have to communicate with others.  
Constructionism deals with questions about how social realities are produced, assembled, 
and maintained.  The focus is on how phenomena are constructed in people’s everyday 
activities in  particular contexts (Silverman, 2005) because “meanings are constructed by 
human beings as they engage with the world they are interpreting” (Crotty, 1998, p. 43). 
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In education, constructionism focuses on the art of learning and deals with how learners 
interact and engage in a conversation with peers, especially in online social learning 
environment.  It also focuses on how these conversations improve self-directed learning, 
and ultimately enable the construction of new knowledge (Papert & Harel, 1991).  It 
theorises that knowledge consisting of truth and meaning is constructed through social 
interaction through the eyes of learners (Crotty, 1998).  Learners in massive open online 
courses are important actors for the constructionist epistemology because meanings are 
interpreted via different educational backgrounds and cultures.  The way learners interpret 
and construct their knowledge through MOOCs is different even though they are in the 
same course (Crotty, 1998).  
A theoretical perspective of interpretivist approach is demonstrated in the following 
section.  
3.2.2 Interpretivism 
A theoretical perspective used in this research was interpretivism.  As data were collected 
from learners who undertook a Thai MOOC through semi-structured interviews, a rigorous 
intepretation in data analysis process was taken into consideration.  
Interpretivism “looks for culturally derived and historically situated interpretations of the 
social life-world” (Crotty, 1998, p. 67).  It facilitates understanding of “how and why” 
questions.  The relationships amongst learners, course facilitators, and course content in an 
online social learning context are diverse.  The world is interpreted through different eyes of 
learners (May & Williams, 2002).  Qualitative data reported by MOOC learners in this 
research were found in the forms of learners’ perceptions of competence and autonomy 
that could lead to learner intrinsic motivation.  These perceptions were informed by social 
conditions, environmental conditions and cultural conditions.  A number of factors 
mentioned here were then required to be carefully analysed and interpreted by the 
researcher in order to answer the research questions.  
The purpose of this research was to investigate learner intrinsic motivation to participate in 
learning activities of MOOCs in Thailand through the eyes of the learners.  Understanding 
individual experiences with the perception that reality is subjective and constructed by the 
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individual is the heart of interpretivism (Lather, 2006).  Participants in this research were 
from different background as illustrated in Table 3.3.  This means they might have different 
experiences and perspectives towards their learning activities, especially the factors 
facilitating or diminishing their learning intrinsic motivation.  The rigorous ways of 
interpreting data could make the research findings meet “the criteria of trustworthiness 
including credibility, transferability, dependability and confirmability” (Shenton, 2004, p. 64) 
as demonstrated in Table 3.4.  
The next section shows why this research employed a qualitative case study research 
methodology.   
3.2.3 Qualitative Case Study Research Methodology 
This research employed a qualitative research methodology because its purpose and 
research questions (how) attempted to understand learner intrinsic motivation from the 
perspective of the MOOC learners (Silverman, 2005).  As learner intrinsic motivation was 
constituted and directly experienced by MOOC learners within a particular learning 
environment, a qualitative case study was determined to be the most suitable approach for 
this research.  A qualitative case study research permitted the researcher to explore how 
learners experienced their learning in MOOCs.  These experiences were likely to include 
learner intrinsic motivation of perceived competence and perceived autonomy used to 
participate in learning activities. 
A qualitative research takes place in the real environment by “visiting the site of the 
research participant to conduct the in-depth research” (Creswell, 2003).  This type of 
methodology allows the researcher to use multiple methods of data collection.  These 
methods include observations, interviews, and transcripts, and textual analysis (Creswell, 
2003; Silverman, 2005).  The key method used in this research was a semi-structured 
interview as mentioned in the following section.  An investigation of MOOC learner intrinsic 
motivation in Thailand as a developing country was selected as a case in this qualitative 
research.  
The qualitative case study is seen as the most appropriate approach to address what, how, 
or why questions.  Its purposes are “to produce a first-hand understanding of people and 
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events, to explain in the context of a particular situation, and to get a close understanding of 
it” (Yin, 2013).  The criteria of case selection of MOOCs and specific courses were presented 
in Section 3.3.  This research was performed in the context of a developing country with 
specific reference to Thailand.  An in-depth research of Thai MOOC could be examined 
directly to examine learner intrinsic motivation.  The research findings could also be 
delivered by ten study participants with insightful information.   
The qualitative case study emphasises qualitative analysis.  Data were collected from ten 
MOOC participants through the method of semi-structure interviews.  It allowed the 
researcher to ask specific questions related to feeling of being capable, and being 
independent and self-determined that contribute to learner intrinsic motivation.  Using a 
qualitative case study, the researcher could investigate learner intrinsic motivation when 
learners participated in learning activities in a particular context of a MOOC offered by a 
Thai university (Prosser, Bowden, & Walsh, 2000).  
The reason why a qualitative case study was being chosen in this research was that this type 
of methodology provides an opportunity for the researcher to capture the richness of 
learners’ authentic experiences, and present crucial characteristics and strategies 
performed by learners in online learning environment (Creswell & Miller, 2000).  It was also 
the appropriate methodology in educational research when the boundaries between the 
subjects and their world are not clearly understood (Yin, 1993).   
Details of a semi-structured interview employed in this research are presented in the 
following section. 
3.2.4 Interview Method 
In this qualitative case study research, the method of data collection was semi-structured 
interviews with learners who have undertaken learning activities in a MOOC offered by a 
Thai university that was conducted in October to November 2016. 
An interview is appropriate “for collecting data on learners’ personal histories, perspectives, 
and experiences, particularly when sensitive topics” (Mack, Woodsong, MacQueen, Guest, & 
Namey, 2005, p. 13) that may make the participants upset or embarrassed such as issues 
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regarding their intrinsic motivation are being explored.  The interviews were recorded 
through digital recording via Skype.  The interview is appropriate for a one-time data 
collection method in a qualitative case study (Yin, 1993).  The interview is seen as a 
structured conversation with the purpose of exploring people’s perceptions, understanding 
and experience.  The interviewer play a significant role in uncovering rich information from 
the research participants (Cavana, Delahaye, & Sekaran, 2001, p. 138).  The research 
participants are able to freely express their opinions.  Rubin and Rubin (2011, p. 1) suggest 
that the interview is usually “a great adventure for researchers...it brings new information 
and opens windows into the experiences of the people you meet”. 
The interview is “an appropriate method to obtain information about people’s views, 
opinions, ideas and experiences” (Arskey & Knight, 1999).  The qualitative interview 
“attempts to understand the world from the subjects’ points of view, to unfold the meaning 
of their experiences, to uncover their lived world prior to scientific explanations” (Kvale & 
Brinkmann, 2009, p. 1).  An interview, however, has both advantages and disadvantages.  It 
captures valuable information about people’s everyday lives with a limited number of 
respondents, but it may have the limitations of the bias of the interviewers’ influence and 
interests.  The researcher believes that the benefits of the interview outweigh the 
limitations when an interview protocol is carefully and rigorously established.  More details 
of interview process were discussed in Section 3.5.  
The next section demonstrates how to select a Thai MOOC as a research site based on Miles 
and Huberman’s Criteria and Conole’s twelve characteristics.  
3.3 Research Site 
The selection of an appropriate research site is crucial for a qualitative case study research 
(Pickard & Childs, 2013).  This section discusses the suitability of MOOCs as a qualitative 
case study, and the selection of Thai MOOC-style courses as case studies. 
3.3.1 Suitability of MOOCs as a Qualitative Case 
This qualitative case study research was based on six criteria for selecting MOOCs as a case 
study proposed by “Miles and Huberman” (Miles & Huberman, 1994).  These criteria include 
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“be relevant to the conceptual framework and the research questions, be likely to generate 
rich information on the type of phenomenon, enhance the generalizability of the findings, 
produce believable descriptions or explanations, be ethical, and be feasible” (Miles & 
Huberman, 1994).  Massive open online courses were selected as a case study in this 
qualitative case study research, and the relevance of the criteria proposed by “Miles and 
Huberman” with its justification was presented in Table 3.1 as follows.  These components 
were considered when selecting a Thai MOOC in this research.  
Table 3.1: Suitability of Selection of MOOCs Based on Miles and Huberman’s Criteria 
                   (Miles & Huberman, 1994) 
 
Miles and 
Huberman’s Criteria 
Suitability of MOOCs as a Qualitative Case  
“Relevance to 
conceptual model” 
This research focused on learner intrinsic motivation in MOOCs.  According 
to the conceptual model, cognitive evaluation theory was employed to 
examine perceived competence and perceived autonomy that learners 
experienced in their MOOC learning activities.  A perception of competence 
and autonomy was influenced by social conditions (e.g. course facilitators, 
peers, family members, and colleagues) and environmental conditions (e.g. 
learning activities and resources, internet access, and feedback). These 
conditions were crucial factors when selecting a Thai MOOC in terms of 
suitability as a qualitative case in this research.    
“Potential to generate 
rich information” 
This research was an investigation of learner intrinsic motivation within the 
context of developing country settings.  Thailand as a developing country 
was used in this research by investigating learner intrinsic motivation of 
perceived competence and perceived autonomy that learners possessed 
when participating in learning activities in a MOOC offered by a Thai 
university. The selected MOOC had the potential to address research 
questions by using semi-structured interviews in order to generate rich 
information for this research.  
“Generalizability” This qualitative case study was intended to be rigorously conducted by 
carefully selecting appropriate MOOC courses.  This research was a 
qualitative case study that focuses on a particular context and the findings 
might be generalized to others. Use of the appropriate method of semi-
structured interviews, research questions, theoretical perspectives and 
constructs, and a strict data collection and analysis process might help 
increase its generalizability.  
“Potential to generate 
believable 
descriptions” 
MOOCs had the potential to generate believable descriptions in this 
research because a MOOC offered by a Thai university was used for the 
context of online social learning platforms in a developing country setting. 
The findings collected and conducted as described in the Generalizability 
Section might help increase credible descriptions. 
“Ethics” As MOOCs were offered by universities and delivered by course facilitators, 
in order to reach their participants, official documents regarding 
participants’ privacy, confidentiality and anonymity are sent to obtain 
ethical approval prior to data collection.  These concerns made MOOCs 
suitable for this research in terms of obtaining ethical approval step by 
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step. An introduction to the research, the aim of the research, details about 
the researcher, and the requirements for the participant were provided in 
the invitation email.  Participants were asked to reply to the email if they 
were interested in participating in this research with their consent.  
“Feasibility” MOOCs selected in this research were suitable for learners to participate in 
learning activities because MOOCs are available with 24/7 accessibility. 
Learners could learn at anytime and anywhere for free. Because of these 
characteristics, MOOCs were suitable sites to investigate learner intrinsic 
motivation in this research.  
3.3.2 Selecting MOOCs  
This section presents criteria for selecting MOOC courses in this qualitative case study 
research.  The selection of a prospective MOOC course for data collection was based on 
twelve characteristics suggested by Conole (2013) which highlighted the power of online 
social platforms enhancing interactions amongst learners, course facilitators and course 
resources. These MOOC characteristics might also directly and indirectly affect learner 
intrinsic motivation when they participate in learning activities.  Conole (2013) suggests 
twelve characteristics as means of categorising MOOCs.  These characteristics include 
“openness, massiveness, use of multimedia, degree of communication, degree of 
collaboration, learning pathway, quality assurance, amount of reflection, certification, 
formal learning, autonomy, and diversity” (Conole, 2013, p. 11).   
The first two characteristics, openness and massiveness, are basic requirements for MOOC 
courses.  MOOC providers offer courses to vast numbers of learners from countries around 
the world (Paldy, 2013) by using open source tools in order to gain knowledge and skills via 
free online learning content (Conole, 2013).  These courses are also free and open for 
registration. 
The use of multimedia refers to the use of video, audio and other social networks such as 
“Facebook, Twitter, and Line”.  Learners are encouraged to be familiar with different 
technologies in order to get exposure to different types of knowledge and learning 
opportunities occurring in online social learning platforms (Wang, et al., 2014).  Facebook 
and Line are the most popular social networks in Thailand. These social networks are often 
used outside online courses as an alternative tool for communication and interaction 
(Derakhshan & Hasanabbasi, 2015; Rap & Blonder, 2016).  
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The high degree of communication can be observed in an online discussion forum.  An 
online discussion forum has played a vital role in online learning environments, and has 
become a crucial tool of modern education (Yang, et al., 2007).  Discussion forums allow 
learners to discuss and share learning activities in a virtual learning environment between 
learners and peers or learners and instructors.  Learners are encouraged to contribute by 
posting topics or issues in a discussion forum (Conole, 2013).  
The high degree of collaboration amongst learners is one of the most important factors 
leading to a successful learning outcome in an online social learning environment.  Learner 
engagement influences collaboration because when learners are engaged, they are likely to 
collaboratively work with peers and instructors.  In a connectivist learning environment, 
learners aggregate a number of learning resources available online, and this makes MOOC 
courses become more valuable to join (Siemens, 2005).   
A learning pathway allows learners to create their own learning environment.  In online 
social learning environment such as MOOCs, learners acquire knowledge and skills through 
online learning content.  Some courses emphasise learner-centred learning more, while 
others emphasise instructor-centred learning more within the course structure (Conole, 
2013). 
Quality assurance is one of the important course indicators which can guarantee effective 
learning outcomes.  A provision of the Science of Everyday Thinking, for example, takes 
learning objectives into consideration, along with the Australian Qualifications Framework 
or AQF (www.uq.edu.au). 
The amount of reflection refers to the provision of an opportunity for learners to reflect or 
give feedback to a peer’s work.  Learners are encouraged to continuously give their 
reflections during the course in a discussion forum or other communication channel 
(Conole, 2013). 
The necessity for certification is dependent on the learner.  Some learners need a certificate 
for their specific purposes, while some join the course only to obtain skills and knowledge.  
Most major MOOC providers such as edX require learners to pay for a verified certificate 
showing course completion.  The cost of a verified certificate for the Science of Everyday 
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Thinking, for example, offered by edX is USD 99, while the Science of Happiness costs USD 
49 (www.edx.org). 
Formal learning depends on a systematic way of providing learning activities within a 
structured learning setting.  Most courses provide learners with video lectures and weekly 
quizzes.  Other courses are taught by university lecturers with a detailed course syllabus 
including course aims, objectives, graduate attributes, weekly teaching and learning 
activities, and assessment related to policies and guidelines (www.uq.edu.au). 
Autonomy refers to learners who are required to work independently and create their own 
learning environment (Conole, 2013).  Learners are the most important actors in MOOCs, 
while instructors are perceived as course facilitators who provide learners with support.  
Diversity refers to learners from different academic and cultural backgrounds working 
collaboratively based on their interests.  Some courses are specialised for specific learners 
such as when there are some requirements for prior knowledge in order to participate in 
those courses successfully (Conole, 2013).  
From these twelve characteristics presented above, there were only five characteristics 
selected in this qualitative case study research including “use of multimedia, degree of 
communication, degree of collaboration, amount of reflection, and autonomy” (Conole, 
2013, p. 11).  These criteria are presented in the following section.   
3.3.3 Thai MOOC Course 
This research is an investigation of learner intrinsic motivation in online social learning 
platforms in the form of MOOCs within the context of a developing country setting with 
specific reference to Thailand.  A number of Thai MOOC courses such as IT for Education, IT 
for Management and IT for English were scheduled to officially launch in 2016.  These Thai 
MOOCs have been developed and sponsored under a project of the Thailand Cyber 
University (TCU) in Thailand.  Under the TCU project, a number of Thai universities have 
expressed their interest in participating in this educational initiative such as Chulalongkorn 
University and Sukhothai Thammathirat Open University (STOU).   
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The MOOC-style course selected in this qualitative case study research were from Sukhothai 
Thammathirat Open University (STOU).  Seven courses mentioned by the study participants 
include Self-study Skills for English Language Learning, Principles of Translation, English 
Pronunciation, English Writing, Effective English Presentation, Intercultural Communication, 
and Translation Skills in English.  These courses made available at STOU for undergraduates 
who study a Bachelor of Arts in English. 
These courses were considered to promote learner intrinsic motivation because they 
contained video lectures, individual/pair/group work, assignments, exams, and 
feedback/assessment from peers and course instructors (Sataporn, 2015).  Live chat and a 
discussion forum are provided for learners and course facilitators to interact and 
communicate.  Social media was also used amongst learners to communicate with peers 
outside the courses when they wanted to discuss a specific learning topic and a personal 
issue.  These features of a Thai MOOC mentioned above allow learners to be intrinsically 
motivated to take and participate in learning activities.  They were also found in a 
conceptual model of learner intrinsic motivation in online social learning platforms 
proposed in Section 2.8 as social conditions and environmental conditions. 
With regard to the twelve MOOC characteristics discussed in a previous section, five key 
characteristics were specifically employed in this qualitative case study research including 
“use of multimedia, degree of communication, degree of collaboration, amount of 
reflection, and autonomy” (Conole, 2013, p. 11).  These characteristics were related to the 
phenomenon investigated in this research that was learner intrinsic motivation informed by 
cognitive evaluation theory (Deci & Ryan, 2002; Ryan & Deci, 2000).  As this research was 
conducted in massive open online courses within the context of Thailand as a developing 
country setting, the five key characteristics mentioned above were specifically considered in 
order to maximise learning experience and capture learner intrinsic motivation as shown in 
Table 3.2.  
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Table 3.2: Five Selected Research Site Characteristics 
Characteristics Features Found in Selected Research Site (Thai MOOC) 
Use of Multimedia - Facebook 
- Line 
Degree of Communication - Discussion forum 
- Scheduled live chat 
Degree of Collaboration - Learning activities and resources 
- Collaborative learning 
- Group assignments 
Amount of Reflection - Feedback from course facilitators 
- Feedback from peers 
Autonomy - Self-autonomous learner 
- Self-directed learning 
The use of multimedia encourages learners to be familiar with different technologies and 
social networks in order to get exposure to different types of knowledge and learning 
opportunities occurring in online social learning platforms (Wang, et al., 2014).  In Thailand, 
Facebook and Line, for example, are considered as the most popular social platforms 
amongst Thai people.  There are some interesting statistics about Facebook in Thailand 
including that more than 50 percent of Thai people, about 30 million people, have Facebook 
accounts as of March 2015, and Thailand is in the ninth in terms of global usage of Facebook 
and in the third in the AEC (www.zocialinc.com).   
Facebook allows Thai learners to interact with peers, share learning content and resources, 
and contribute their ideas related to the course content.  Learners keep posting related 
digital course content including useful links so this type of online social platforms helps 
promote learner interaction and contribution. Social networks such as Facebook also help 
strengthen interactions amongst learners in the same learning group (Rap & Blonder, 2016).  
Facebook was found to be a useful social learning tool in online learning environments, 
specifically it has been used for improving English writing skills amongst Thai learners 
(Kamnoetsin, 2014).  These two key collaboration tools play a significant role in facilitating 
learners to communicate with peers and course facilitators.  
Other social networks used by Thai learners include Line, Instagram, Twitter, and YouTube.  
The use of social networks are considered as innovative and creative ways to help improve 
learning skills such as English language for learners from developing countries where English 
is not their first or second language (Derakhshan & Hasanabbasi, 2015).   
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A high degree of communication can be observed in an online discussion forum.  The online 
discussion forums have played a vital role in online social learning environments, and has 
become a crucial tool of modern education (Yang, et al., 2007).  MOOC discussion forums 
allow learners to discuss and share learning activities in a virtual learning environment 
between learners and peers or learners and instructors.  A specific characteristic of Thai 
learners is being a passive learner because Thai learners are culturally taught to pay respect 
to their instructors (Pagram & Pagram, 2006).  This can be transferred to online learning 
environments and makes it more difficult for them to communicate with others.  A 
discussion forum, then, provides an opportunity for Thai learners to communicate more by 
encouraging them to post topics or issues in a discussion forum, and course facilitators 
should mention it as one of the most important interaction tools or assignments in MOOC 
courses  (Conole, 2013).  A scheduled live chat also provides an opportunity for learners to 
communicate with course facilitators and peers, especially when they urgently need 
consultation. 
A discussion forum allows learners to interact and communicate with peers and course 
facilitators, specifically in the forms of posting and replying to the thread of related topics 
and learning content.  For example, Thai learners may have a feeling of being motivated and 
engaged that is facilitated by a number of posts in a discussion forum and a number of peers 
participating in group assignments (Barak, et al., 2016).  Problems that affect learner 
intrinsic motivation may come from the issues regarding insufficient information and 
collaboration tools, and how to help demotivated learners (Espinosa, et al., 2015).  In a 
study of electronic discussion in a Thai context, the findings revealed that most Thai learners 
are motivated to stay engaged in group discussion by giving help and feedback (Sringam & 
Geer, 2000).  
A high degree of collaboration amongst learners is one of the most important factors 
leading to a successful learning outcome in an online social learning environment.  Learner 
intrinsic motivation influences collaboration because when learners are motivated to stay 
engaged, they are likely to collaboratively work with peers and course facilitators.  In a 
connectivist learning environment, for example, learners aggregate a number of digital 
resources available online in order to create their skills and knowledge, and this 
characteristic leads MOOC courses to become more valuable to join (Siemens, 2005).   
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Providing collaborative learning environments for Thai learners who are from the same 
cultural, economic and educational backgrounds should be promoted in order to obtain 
higher learning outcomes, specifically in online learning contexts (Suanpang & Petocz, 
2006).  Collaborative learning can help increase learner intrinsic motivation during learning 
activities.  It is found that Thai learners were involved in interaction and collaboration in the 
online discussion (Sringam & Geer, 2000).  There is a need to provide instructional 
technology support from Thai institutions so course facilitators can focus on the pedagogy 
such as collaborative learning rather than the technology (Saekow & Samson, 2011).  
The amount of reflection refers to the amount of feedback from peers and course 
facilitators provided for particular course assignments and projects. Feedback can promote 
learner intrinsic motivation to participate in learning activities.  Difficult feedback in forums 
and uncertain peer feedback are one of the most important challenges that can decrease 
learner intrinsic motivation to continue learning in MOOCs (Espinosa, et al., 2015).  
Feedback from peers and course facilitators can increase successful learning outcomes for 
Thai learners who take online courses, specifically in the online discussion (Sringam & Geer, 
2000).  Feedback is also considered as a source of learner intrinsic motivation when 
individual learners provide it at every step in the online learning process (Snae & Brueckner, 
2007).  
Learners in online social learning platforms, MOOCs, are required to be autonomous in the 
forms of having responsibility, motivation, and self-evaluation for their learning 
environment.  This can lead them to stay engaged in their learning activities, and lead to 
successful learning outcomes.  A self-autonomous learner is an important factor of intrinsic 
motivation because learners are free to select their own learning path, time and location to 
work through MOOCs (Zhong, et al., 2016).  Learners’ autonomy with different needs and 
types of motivation is a key factor for MOOC designers to consider when providing MOOC 
courses (Zhou, 2016).  Findings in an English course for Thai learners revealed that 
autonomy is a key element in learning a language (Vanijdee, 2003).  Thai learners also found 
that autonomy can help improve their learning by using learning resources made available 
in the courses. 
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Some characteristics were not considered in this research due to the availability of the 
features found in the selected Thai MOOC course.  The available features include Facebook, 
Line, discussion forum, scheduled live chat, learning activities and resources, collaborative 
learning, group assignments, feedback from course facilitators and peers, self-autonomous 
learners, and self-directed learning.  These features were not related to the characteristics 
of diversity and formal learning, for example. 
Some characteristics were considered as the general characteristics of MOOCs such as 
openness and massiveness.  While some characteristics such as quality assurance and 
necessity for certification were not considered in this research because these characteristics 
are more influential to learner extrinsic motivation. 
The next section considers how research participants were selected and a sampling 
technique in this qualitative case study research.  
3.4 Participants and Sampling Technique 
Purposive sampling was used to select the participants who undertook learning activities in 
a MOOC offered by a Thai university (i.e., STOU).  Purposive sampling focuses on “a 
selection of information-rich cases for study in depth” (Patton, 2002, p. 273), which can lead 
to an insightful and deeper understanding of a phenomenon.  A sample size in qualitative 
information systems studies of 10 to 30 interviews (Marshall, et al., 2013) is recommended 
for a single case study.  Thus ten Thai participants who undertook online courses offered by 
STOU were selected in this qualitative case study research.  It was because all participants 
reported the same information related to the research questions.  When there were no 
more themes derived from the data, this can be seen as this research reached data 
saturation. 
Gaining access with permission from gatekeepers to Thai MOOC learners is one of the most 
important requirements prior to data collection from participants at Sukhothai 
Thammathirat Open University (STOU), Thailand (Pickard & Childs, 2013).  To get permission 
to conduct a semi-structured interview, the researcher first contacted a course coordinator 
by email to gain access to course participants.  The researcher then received potential 
course participants’ emails from the course coordinator to invite them to participate in an 
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interview (See Appendix G).  Participant demographics are displayed in the Table 3.3 as 
follows. 
Table 3.3: Participant Demographics 
Participant Age Gender Highest Education Major Occupation 
1 25 Female Bachelor English Tennis Director 
2 27 Female Bachelor English 
Technical 
Consultant 
3 48 Male Master 
Information 
Technology 
Foreign Relations 
Officer 
4 40 Male Master Thai University Lecturer 
5 48 Female Master Anaesthesiology Medical Doctor 
6 40 Female Bachelor Computer Science School Teacher 
7 30 Male Bachelor English 
Administrative 
Officer 
8 34 Female Junior High School - Student 
9 44 Female Master 
Industrial 
Psychology 
Secretary 
10 58 Female Bachelor English 
Housewife and 
Translator 
The next section shows the process of how to collect data including a set of interview 
questions used in this research. 
3.5 Data Collection, Instruments and Procedures 
Data collection in this qualitative case study research was conducted through semi-
structured interviews.  A semi-structured interview and a set of interview questions were 
used to address the following research questions. 
RQ: How do learners perceive intrinsic motivation in online social learning platforms in 
developing countries? 
SQ1: How do learners perceive a feeling of competence in online social learning platforms in 
developing countries? 
SQ2: How do learners perceive a feeling of autonomy in online social learning platforms in 
developing countries? 
A semi-structured interview was conducted via Skype in this qualitative case study research 
to seek learner intrinsic motivation in online social learning platforms.  As the interviewees 
in this research were learners who undertook learning activities in a MOOC offered by a Thai 
university, a semi-structured interview was best used when a researcher was likely not to 
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have more than one chance to interview respondents (Bernard, 1988).  A set of questions in 
a semi-structured interview was a combination of the essential structured questions and 
open-ended questions. 
The researcher ensured that the interview sessions were conducted in a friendly 
environment and manner.  All participants were informed and communicated with prior to 
the commencement of each interview as similarly outlined in the participant information for 
QUT research project forms (See Appendices B, D, and E).  Prior to the start of each 
interview all participants were informed that all responses were confidential and 
anonymous.  They were advised that the interview session is entirely voluntary and that 
they were free to withdraw from the interview process at any time.   
After all interviews were completed, all audio recordings were destroyed once a written 
transcript was produced.  Any potentially identifying information was also removed from 
transcripts.  No personally identifiable or private information collected from this research 
was revealed.  The interview was conducted via Skype.  The participants were informed that 
their responses are anonymous.  Any direct identifiers were removed from the information 
and replaced with a code resulting in no detailed demographic or other information being 
retained or published. (Kvale & Brinkmann, 2009). 
As semi-structured interviews were conducted in the Thai language, the researcher needed 
to include the form of Agreement to Translator for QUT Research Project (See Appendix E) 
in the ethics application that a translator was required for interview transcripts.   
A set of interview questions (Deci & Ryan, 1985; Ferrer-Caja & Weiss, 2000; Li, 2015; Loizzo, 
2015; Morris, 2014; Ryan & Deci, 2000) used in this qualitative case study research was as 
follows. 
 1. Can you describe the MOOC course that you took? 
 2. Can you tell me a little about what made you decide to take this course? What value  
             did you see in it? 
 3. What is your prior experience with your online learning in general? 
 4. Did you undertake any activities because you found them rewarding? Tell me about  
             that. 
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 5. How have others influenced your feelings of being capable? 
 6. How have others made you feel less capable? 
 7. How have others influenced your feelings of being independent and self-determined? 
 8. How have others made you feel less independent and self-determined? 
 9. How has the online learning space and environment influenced your feelings of being  
             capable? 
 10. How has the online learning space and environment made you feel less capable? 
 11. How has the online learning space and environment influenced your feelings of  
               being independent and self-determined? 
 12. How has the online learning space and environment made you feel less independent  
               and self-determined? 
   13. In thinking about Online Learning or Massive Open Online Education, do you have  
               any final thoughts regarding learner participation and motivation in courses?    
These interview questions were designed based on a conceptual model of learner intrinsic 
motivation in online social learning platforms in developing countries discussed in Section 
2.8.  According to the cognitive evaluation theory, learner intrinsic motivation is influenced 
by a perception of competence and autonomy.  Also these two perceptions are facilitated or 
diminished by social conditions such as course facilitators and peers and environmental 
conditions such as learning space and activities.  Thus, it was these conditions that were 
mainly asked about in questions 4 to 12.  These interview questions were also validated and 
approved by a supervisory team before data collection. 
The next section describes how the data were analysed.  
3.6 Data Analysis 
The data collected through interviews was transcribed and then translated from Thai into 
English.  All transcripts were sorted into individual themes and categories of description to 
answer the research questions using a thematic analysis.   
Thematic analysis is “a method for identifying, analysing and reporting patterns (themes) 
within data. It minimally organizes and describes your data set in (rich) detail” (Braun & 
Clarke, 2006, p. 79).  Thematic analysis focuses on a systematic process of searching for 
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themes that help describe and provide an understanding of the phenomenon (Fereday & 
Muir-Cochrane, 2008).  The process includes the exploration of themes by “careful reading 
and re-reading of the data” (Rice & Ezzy, 1999, p. 258).   
According to Braun and Clarke (2006), the researcher divided data analysis into three steps 
(i.e., organising and using a coding process to generate patterns or themes, conducting 
analysis based on thematic analysis, and reporting patterns or themes), and also considered 
the research questions and the proposed conceptual framework of learner intrinsic 
motivation when analysing all data.  The researcher started with organising and using coding 
process to generate patterns or themes.  The transcriptions were searched across a set of 
data, for example a number of interviews, to find repeated patterns of meaning.  Then, 
generating a description of the setting and identifying themes from the coding were taken 
into consideration. The reporting of the patterns or themes was finally conducted (Braun & 
Clarke, 2006).  
Coding was first carried out using an inductive approach (Braun & Clarke, 2006) and was 
initially organised using NVivo software.  This involved identification of themes of the three 
forms of conditions: social, environmental, and cultural that facilitated or diminished 
perceived competence and perceived autonomy contributing to learner intrinsic motivation. 
According to an inductive approach, the themes selected should be strongly related to the 
data collected (Braun & Clarke, 2006).  In this qualitative case study research, the data were 
collected via a semi-structured interview.  The themes were directly related to the research 
questions and a set of interview questions informed by a conceptual model of learner 
intrinsic motivation.  Within an inductive approach, the themes identified in this research 
were data-driven not from the pre-existing themes stated in the literature.  
Quality of research design must be taken into consideration when conducting research. 
Reliability and validity of this research are discussed in the following section. 
3.7 Trustworthiness 
In a qualitative paradigm, “reliability and validity are conceptualized as trustworthiness, 
rigour and quality” (Golafshani, 2003, p. 604). Quality in qualitative research relies on 
“validity and reliability”.  “Validity and reliability” are required “to test credible and 
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defensible results that may lead to generalisability as the structure for both doing and 
documenting high quality qualitative research” (Golafshani, 2003).  
In this research, the trustworthiness was addressed in terms of rigor in qualitative research.  
Shenton (2004, p. 73) suggested “four criteria for trustworthiness:  credibility, 
transferability, dependability, and confirmability”.  Credibility, also known as the internal 
validity in quantitative research, occurs when a study “measures or tests what is actually 
intended” (Shenton, 2004, p. 64).  Transferability, also known as the external validity or 
generalisability in quantitative research, focuses on the findings that can be applied to other 
situations and populations.  Dependability, also known as reliability in quantitative research, 
can help a future researcher repeat the work using the same context, methods, and 
participants.  Confirmability, also known as objectivity in quantitative research, can confirm 
that the findings are not based on researcher bias and perception (Shenton, 2004).  The 
possible provisions made by this qualitative case study research were presented to address 
the four criteria for trustworthiness as illustrated in Table 3.4. 
Table 3.4: Four Criteria for Trustworthiness (Shenton, 2004) 
Quality Criterion Possible Provisions Made by Researcher 
Credibility - Using a well-established research methodology using a case study design 
- Developing a familiarity with the culture of participating organisation with     
   MOOC learners at Sukhothai Thammathirat Open University 
- Ensuring honesty in participants by giving an opportunity to refuse or withdraw  
   from the research 
- Having debriefing sessions with a supervisory team 
- Having peer scrutiny of feedback from a supervisory team 
- Having member checks by providing an opportunity for participants to read  
   their interview transcripts and make changes 
- Examining prior research findings to compare and contrast with this research 
Transferability - Providing background data and detailed information about MOOCs to  
   allow the findings to be compared 
Dependability - Having an in-depth description of the methodology to allow the study to be  
   repeated 
Confirmability - Having checked themes and categories by a supervisory team to limit biased  
   perceptions of the findings 
- Having a detailed methodological description to allow integrity of the findings  
   to be scrutinised 
The next section explains how the study participants’ privacy and confidentiality were 
protected in this qualitative case study research. 
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3.8 Ethical Consideration 
This qualitative case study research involved participants who registered for online social 
learning platforms: massive open online courses (MOOCs).  The researcher needed to obtain 
ethical approval of low risk human research from the University Human Research Ethics 
Committee (UHREC) prior to data collection.  The participants involved in a semi-structured 
interview were protected as regards their privacy and confidentiality as follows. 
Potential participants were identified by the researcher who initially contacted the MOOC 
course coordinators.  The course coordinator provided email addresses of course 
participants.  The researcher needed to obtain written approval to conduct a semi-
structured interview from the MOOC coordinators.  
The researcher contacted the course facilitators by email to gain access to course 
participants.  The researcher needed to obtain written approval to conduct a semi-
structured interview from the course instructors.  Following approval the researcher 
recruited the participants by inviting them by email using the attached QUT email and flyer 
recruitment forms.  If they were interested in participating in the interview session, they 
would be provided with additional information to ensure that their agreement and consent 
to participate was fully informed using the participant information sheet and the consent 
form.  This recruitment process was conducted when the researcher received ethical 
approval from UHREC. 
The researcher ensured that the interview sessions were conducted in a friendly 
environment and manner.  Prior to the start of each interview all participants were 
informed that all responses were confidential and anonymous.  They were advised that the 
interview session was entirely voluntary and they were free to withdraw from the interview 
process at any time.  After all interviews were completed, all audio recordings were 
destroyed once a written transcript was produced.  Any potentially identifying information 
was also removed from transcripts.  No personally identifiable or private information 
collected from this research was ever revealed.  The interview was a Skype interview as per 
the preference of the participant based on his/her choice and convenience. The participants 
were informed that their responses were anonymous.  Any direct identifiers were removed 
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from the information and replaced with a code, therefore, there was no detailed 
demographic or other information that might be able to identify in this thesis.  
In addition, only the researcher was able to gain access to a written transcript, and kept it 
on a secure computer hard drive at the researcher’s QUT workstation as well as a QUT’s 
eStore (H Drive).  These files were password protected and after five years the data will be 
destroyed. 
3.9 Conclusion 
This chapter has presented the research methodology and research design.  It has also 
outlined a paradigm used in this qualitative case study research including constructionism as 
an epistemology, and interpretivism as a theoretical framework.  Data collection was via 
semi-structured interviews of learners who had undertaken a MOOC offered by a Thai 
university in Thailand as a developing country.  A thematic analysis was used for data 
analysis.  The next chapter presents the findings of this qualitative case study research using 
a thematic analysis.  
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CHAPTER 4: FINDINGS 
4.1 Introduction 
This chapter presents the findings of the study based on a thematic analysis.  The findings in 
this chapter are mainly presented according to the research sub questions, (SQ1) how do 
learners perceived a feeling of competence in online social learning platforms in developing 
countries?, and (SQ2) how do learners perceive a feeling of autonomy in online social 
learning platforms in developing countries?  The answers from these two research sub 
questions directly addressed an overarching research question, how do learners perceive 
intrinsic motivation in online social learning platforms in developing countries? 
In this qualitative case study research, learner intrinsic motivation in massive open online 
courses was found to be facilitated or diminished by perceived competence and perceived 
autonomy.  Perceptions of competence and autonomy were informed by the cognitive 
evaluation theory.  Extrinsic factors that facilitate or diminish learners’ perceived 
competence and perceived autonomy include social conditions, environmental conditions 
and cultural conditions as shown in Figure 4.1. 
 
 
 
 
 
 
 
 
Figure 4.1: Conditions Facilitating or Diminishing Learner Intrinsic Motivation in Online  
                    Social Learning Platforms 
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Table 4.1 illustrates factors from social conditions, environmental conditions and cultural 
conditions that facilitated or diminished learner intrinsic motivation.  For perceived 
competence (SQ1), social conditions include course insiders (peers, course facilitators, and 
self-motivation) and course outsiders (colleagues and family members), whereas 
environmental conditions include accessibility, learning activities and resources, 
collaboration tools, and learning system.  Then a new factor of cultural conditions (i.e., Thai 
learners’ traits and seniority) was found to facilitate or diminish perceived competence that 
does not appear to be related to the two conditions mentioned earlier.  For perceived 
autonomy (SQ2), social conditions include course insiders (peers and course facilitators) and 
course outsiders (family members), whereas environmental conditions include discussion 
forum, learning activities & resources, and feedback.  A perception of autonomy was also 
influenced by cultural conditions (seniority). 
Table 4.1: Factors of Social, Environmental and Cultural Conditions Facilitating or  
                   Diminishing Learner Intrinsic Motivation in Online Social Learning Platforms 
How do learners perceive  
a feeling of competence? – SQ1 
How do learners perceive  
a feeling of autonomy? – SQ2 
Social conditions 
1. Course insiders (peers, course facilitators, and   
     self-motivation) 
2. Course outsiders (colleagues and family  
     members) 
Social conditions 
1. Course insiders (peers and course  
     facilitators) 
2. Course outsiders (family members) 
 
Environmental conditions 
1. Accessibility 
2. Learning activities and resources 
3. Collaboration tools 
4. Learning system 
Environmental conditions 
1. Discussion forum 
2. Learning activities and resources 
3. Feedback 
Cultural conditions 
1. Thai learners’ traits 
2. Seniority 
Cultural conditions 
1. Seniority 
4.2 How do learners perceive a feeling of competence in online social 
learning platforms in developing countries? 
The findings presented in this section address the first research sub question, how do 
learners perceive a feeling of competence in online social learning platforms in developing 
countries?  According to the cognitive evaluation theory (Ryan & Deci, 2000) employed in 
this research, perceived competence or a feeling of being capable plays a significant role in 
Chapter 4: Findings                                                                                                                                                                                    69 
facilitating or diminishing learner intrinsic motivation in online social learning platforms.  
There are three major groups of factors including social conditions, environmental 
conditions and cultural conditions which influence perceived competence.   
Social Conditions 
Social conditions are seen as external factors that facilitate or diminish learner intrinsic 
motivation in online social learning platforms.  These external factors attempt to describe 
how others have influenced learners’ feelings of being capable or how they made learners 
feel less capable.  There are two key themes found in data analysis including course insiders 
(i.e., peers, course facilitators, and self-motivation) and course outsiders (i.e., colleagues 
and family members).  
4.2.1 Course Insiders 
Course insiders refer to people who play a crucial role in either facilitate or diminish a 
feeling of being capable within the course.  There are three parties found in this research 
including peers, course facilitators, and self-motivation.  Each is presented below. 
(1) Peers 
Peers, also known as learning group members, were seen as one of the most influential 
people who could either facilitate or diminish a feeling of being capable when the 
participants particularly participated in group assignments.  To facilitate a feeling of being 
capable, the participants were mainly influenced by having their opinions accepted and 
receiving compliments from peers.  On the other hand, they might feel less capable when 
dealing with negative group members, dealing with disagreements amongst peers, and 
having no cooperation from group members. 
When learners worked closely with peers, a feeling of being capable existed when they felt 
accepted by their peers.  This could lead learners to be more motivated and achieve their 
learning outcomes.  Participant 2 emphasised that “Spending time to do group work is 
important. I felt so proud when I could help my group finalise the work.  Sometimes I 
expressed an opinion and my group members accepted it.  I felt very proud and very 
happy”.  Participant 5 also stated that “…, and also my classmates in my group.  They believe 
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that I am potentially able to facilitate the group in achieving the tasks and the grade they 
want”.  Sometimes the participants felt more capable when they were nominated by group 
members, as shown in the following quotes. 
 My group members also influenced my feeling of being capable.  When I could  
get through tough assigned tasks, my group members admired me and accepted  
my capability.  They then nominated me and chose my work to present to the  
course instructor.  This has made me proud of my capability. (P9) 
 Because of my good English skills, I was nominated to be the one who was responsible  
for submitting the group tasks. (P10)   
 For the group work, we compared our assignments and voted for the best translation  
to be submitted. (P4) 
 For me, I tried to participate in the Discussion Forum, and I was responsible for  
being an administrator for the group. (P2) 
Receiving compliments from peers also helped encourage the participants to participate in 
group activities and complete group tasks.  The following quotes demonstrated the 
importance of compliments that the participants received. 
 My group members made me perceive this feeling when we did our group  
assignments.  When they translated into Thai, I helped proofread and correct  
their Thai language.  My friends praised and admired me by saying that my Thai  
language was very good.  They always praised me for what I did for the group  
but I thought it might not be true sometimes. (P4) 
 When contributing in a group, I got positive feedback from peers like “Excellent”,  
“I think your idea is very interesting”, and “I agree with you”. (P6) 
 When doing group assignments, compromise was needed.  Some group members  
kept praising me and this made me unsure of how much capability I have. (P3) 
 Praise and encouragement from peers by saying to me like ‘You’re damn brave 
for doing online courses’, and ‘You’re so smart’.  This made me feel capable  
because it was not an easy task to complete. (P7) 
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A feeling of being capable could be gained more when the participants shared and received 
ideas with peers.  Examples of gaining knowledge and skills from experienced peers and 
sharing ideas with less experienced peers are given by Participant 3: “For my group 
members, I could gain more knowledge and skills from those who had more experience than 
me”, and “For those who had less experience, I could share my ideas and perspectives with 
them”.  This feeling could also be facilitated by ex-classmates as reflected in the following 
quote: “The ones who mainly have influenced my feeling of being capable were my ex-
classmates who took this online course together.  They had influenced my feelings of being 
capable by demonstrating their abilities to pass this course.  This could help encourage me 
to learn from them and try my best to pass this course too.” (P2). 
Participants were motivated to participate in online assignments, especially the group work 
because they found that they were lucky to have positive group members.  Participant 3 
observed that “I appreciated online learning because I could get many good friends.  I 
enjoyed learning from my friends who are from different backgrounds.  It was a good start 
to practice learning and working with others”.  Participant 3 added that “I liked to share my 
assignment with my classmates because I needed feedback from them.  From doing this, I 
got many new friends and I keep in touch with them until now”.  Participant 9 revealed that 
“For example, assignments in Translation and Presentation classes were tough but I was 
motivated to do it.  I felt fun and motivated to do the challenging tasks if there were no 
weird opinions from group members”.   
On the other hand, peers could make the participants feel less capable, especially when 
dealing with negative peers. Negative peers sometimes provided negative feedback, had no 
cooperation, and gave low assessment.  Some feedback could completely demotivate the 
participants to participate in group activities; however, some were seen as good lessons to 
help them learn and improve themselves.  The following statements were examples of this 
situation. 
For the hurdles from my classmates, it was the disagreements where we thought 
 differently.  However, it was such obstacles that helped us to learn. (P5) 
 When people in my group didn’t accept my ideas, and said my answer was wrong  
and their answer was right, I felt quite upset.  However, I thought it was 
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a commonplace when doing a group task.  We learned to disagree and got the  
work done. (P7) 
 The people who made me feel this way were my group members.  Each module  
required students to change the group members.  If I was unlucky, I was teamed  
up with an idiot who had never listened to anybody and possessed a big ego.  I felt  
bad when the idiot team members were stubborn and wanted others to accept  
their ideas.  I knew that their ideas were wrong but I didn’t want to argue with  
them.  Working with these people could demotivate me as a learner.  When  
working with these people I didn’t want to do anything.  I didn’t even want to  
share my ideas because I knew that they didn’t listen to what I said.  I sometimes  
wanted to quit group work and even the course. This was similar to the  
evaluation by group members, when I thought that I did well but I was rated very  
low. (P9) 
In some group assignments, learners might feel demotivated when dealing with negative 
group members.  Participant 2 expressed that “For group assignments, if I was grouped up 
with good team members, I might have some motivation from other members.  However, if 
the team was not good, I was demotivated and didn’t want to complete any assignments”. 
The next section revealed the factor of job facilitation. 
The following section demonstrates how course facilitators motivated or demotivated the 
participants in this qualitative case study research. 
(2) Course Facilitators 
Course facilitators played an important role in not only facilitating but also diminishing any 
feeling of being capable when learners participated in both individual and group activities.  
This is because course facilitators were influential people who could make learners’ learning 
successful or unsuccessful.  Feedback was considered as a key factor that could both 
increase and decrease learners’ feelings of being capable. 
Positive feedback usually helped increase a feeling of being capable.  Positive feedback 
could make learners feel more capable and confident, and was in the form of compliments 
such as when they received it from peers like “You’re so smart.”, “Excellent”, “I think your 
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idea is very interesting.”, and “I agree with you.” (P4, P6).  Course facilitators also made 
learners feel a sense of being capable when receiving positive feedback. An example quote 
was as follows. 
 For the Presentation course, the teacher gave me some general guidelines which  
meant I had to do more research from the internet and design the presentation  
according to my own interest.  When the task was done, I had a final product which 
 was the presentation.  This made me realise that I was capable. (P10). 
Course facilitators who provided positive and detailed feedback on both the early stages of 
assignments and completed assignments could help learners feel more capable.  This 
positive feedback helped learners know their own capabilities, especially when they needed 
help and had learning problems.  Being capable was evidenced by the following quotes. 
The instructor helped me in the early stages; she gave me some comments on  
what I did.  So I could improve myself continuously throughout the course with  
a presentation as a final product. These learning activities made me feel capable.   
When I had some problems with my work, I posted them on a web board so that  
my classmates and the instructor could read and provide comments on my post. (P1) 
 The course instructors have also influenced my feeling of being capable.  Feedback  
from them helped me know my capabilities, especially for an individual assignment. (P3) 
 When the instructor provided feedback, positive feedback was given first to  
encourage the students, and then negative ones.  After I received feedback, I  
considered the areas where I needed to improve and correct and then did it  
accordingly. (P2) 
 The feedback from peers and the instructor helped me to pinpoint what I  
did wrong and what I needed to improve.  Peers and the instructor also took  
a part in my feeling of being capable, mainly through their positive feedback. (P8) 
 My group had one foreign instructor who seemed to be tough with high  
standards.  I was worried about how my group’s presentation might not achieve  
the instructor’s standards but it turned out that the task got full marks.  The  
instructor even commented on little things like the cat that accidentally walked  
in on a part of my presentation.  I was impressed by the instructor’s attentiveness  
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his positive feedback affected my study and doing online activities. (P9) 
Course facilitators also played a crucial role in decreasing learners’ feelings of being capable.  
Negative and insufficient feedback from course facilitators could cause demotivation to 
learn and participate in learning activities.  Some participants were dissatisfied with 
assessments received from course facilitators.  An example of this situation is claimed by 
Participant 9: “For the course lecturers, they sometimes made me feel incapable; especially 
when I thought that I did the assignment correctly but received low scores”.  This participant 
also stated that “I sometimes wasn’t happy with the instructors’ evaluation because I didn’t 
know what the standards were and what criteria were applied to the evaluation”.  
Having insufficient feedback from course facilitators might block learners from perceiving 
their capabilities.  An example is shown in the following quote. 
 For the instructors, I thought they did not provide me prompt or detailed feedback  
for the tasks I had submitted, so I did not know whether my work was right or wrong.   
This made the perception of my capabilities unclear.  For example, when I had to  
provide feedback to my classmates’ tasks or received feedback from my peers, I  
didn’t know whether the feedback was right or wrong. (P2) 
Receiving negative feedback from course facilitators also made learners perceive less 
competence.  Participant 7 explained that “Moreover, the instructor sometimes made me 
feel I was not proficient.  When I wrote ungrammatically, the instructor sometimes gave 
negative feedback in the discussion forum or on the phone to me.  I felt that I needed to 
work harder and took it more seriously”.  However, Participant 8 articulated that negative 
feedback and comments helped encourage her to learn from her mistakes.  The next section 
reported a social factor of family members. 
Providing and receiving feedback from course facilitators could affect a feeling of being less 
capable.  This could happen when learners received fake or incorrect feedback from course 
facilitators.  This might lead learners to misunderstood or perceive their competence in a 
negative way. 
The next section reports how the participants perceived their motivation that either 
increase or decrease a feeling of being capable.   
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(3) Self-motivation 
Although learner intrinsic motivation examined in this research was influenced by external 
conditions such as peers and courses facilitators, the study participants reported that their 
intrinsic motivation to participate in was perceived by themselves.  Self-motivation was 
found to influence a feeling of being capable in this qualitative case study research.  The 
factors facilitating a feeling of being capable from self-motivation existed when the 
participants felt proficient and participated in learning activities for its own sake.  An 
interest reported by the participants was also seen as a factor that increased a feeling of 
being capable.  
When learners undertook online courses, they might have some reasons why they should 
participate in learning activities.  These reasons were seen as an initial intrinsic motivation 
because learners undertook online courses for its own sake which meant that no one had 
any influence to force them to participate in these learning activities.  These reasons were 
also seen as a desire to do something as described in multifaceted nature of intrinsic 
motivation (Reiss, 2004).  
An example of feeling capable that arose from the participants is given by Participant 10.  
She described this feeling that “For me, I didn’t have any troubles.  I am capable in using 
English plus I have my own computer and other supporting tools which are required for use 
on online courses”.  
Intrinsic motivation refers to “motivation to engage in an activity for its own sake” (Carreira, 
2005).  When considering the term “for its own sake”, participating in online learning 
activities based on learners’ interests is the clearest evidence.  Learners could learn happily 
because they fully participated in group assignments, searched for more information by 
themselves, and produced their best work. 
When learners did well in their learning, it means they were motivated to learn from their 
own interests and this could lead to successful learning outcomes.  Participant 2 stated that 
“I took this course based on my own preference and interest.  I have liked English since I was 
a child, so I decided to take this course”.  Once one initially participated in learning activities, 
he/she tended to fully take part in both individual and group assignments as Participant 5 
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described that “In fact English is my own interest.  I wanted to know how people learn the 
language. I think it is good that I had opportunities to participate in the individual and group 
work from the course”. 
Some learners felt more capable when they could create their own work, particularly doing 
individual tasks based on their own interest.  Participant 10 mentioned that “I learned a lot, 
especially by doing individual assignments.  This was because when I researched and 
searched for information, I did it according to my interests”.  Similarly Participant 1 
described that “I chose the topic based on my personal interest and decided the subtopics 
covered in the presentation.  Doing the presentation step-by-step was helpful in making my 
final product interesting.  It was my very own presentation”. The following section 
emphasises an environmental condition of learning activities and resources. 
One reason why learners participated in online courses was that they found it related to 
their jobs which means they could apply knowledge and skills received to their current jobs. 
This could help them feel more motivated to learn and participate in learning activities. All 
online courses investigated in this qualitative case study research were English courses.  In 
the context of a developing country such as Thailand where English is not an official 
language, some learners found these courses beneficial for them in terms of applying 
knowledge and skills in their workplace.  Participant 5 believed that “This course made me 
confident in speaking English.  My job also deals with international patients and cases, so I 
at times correspond with international admin and respond to enquiries via email”.   
Other participants also emphasised the importance of taking these online courses.  They 
found they facilitated their jobs as follows. 
 The reason why I selected this course was that it was related to my work.  I am  
responsible for translation or preparing speech.  I have a problem with  
preparing speech because I didn’t know how to translate correctly based on  
translation principles. I did that from my own experience. (P3) 
I took this course because I used to work as a counsellor at an orphanage where  
my role was to provide counselling for the children who already finished grade 12.   
I convinced them to study by taking this course with them.  I pointed out to the kids  
that they could work and study at the same time, anywhere anytime. (P9) 
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However, after completing the online course taken, the participants found that some factors 
also decreased their feelings of being capable.  These factors were having difficulty in 
learning and having no time to study. One participant who undertook the Translation Skills 
in English course found that he had a problem finding the right word to replace in his 
translation.  He described it in the following quote. 
No one made me feel less capable during the taking of this course.  But there  
was one assignment where I had to translate the sentence “It is making sense”  
into Thai.  I thought I understood the meaning of this sentence well but I couldn’t  
find a suitable word in Thai.  My colleagues also didn’t know how to translate it  
and it hasn’t been resolved now.  I thought this was from me, not from others. (P4) 
Having no time to study was another factor that made the participants feel less capable.  
Some participants didn’t have time to participate in learning activities.  Participant 1 
mentioned that “I sometimes had no time to join the live chat.  I could not submit my work 
on time because each assignment had a one or two weeks to do, so I couldn’t finish it”.  
Participant 3 also stated that “They just said that they didn’t have time to study.  This made 
me wonder if an online learning course is really suitable for Thai learners or not”.  Some 
participants had no time to study because of their workload.  Participant 5 commented that 
“In addition, I was busy doing my current job and I didn’t follow up when to submit and 
what to do”.  This also happened to Participant 2 when she had to join a tennis match 
because her coach asked her to do that.  Moreover, Participant 3 found that “Time and 
fatigue were considered as factors that made me less capable.  When I had many things to 
do at work, I felt very lazy to read or do my online assignments. I only wanted to rest”. 
Time management was another factor to consider when the participants faced a problem of 
allocating their time to study in online learning (P5).  For example, one participant had a 
problem with time constraints for study because she is a seller at a local market (P2).  It was 
lucky her that this problem was resolved when she got a permanent job at a company.  This 
participant was then able to be more independent with her studying, as described in the 
following quote. 
 The company that I work for gives me the chance to work and study at the same  
time.  The manager interviewed me in order to evaluate my English skills.  I told  
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him that I did not have a degree.  As the company had just been started, it needed  
a workforce.  After the interview, I got recruited.  And yes, I can continue my study  
at STOU. (P2) 
The next sections details how course outsiders increase or decrease a feeling of being 
capable when taking online courses or participating in learning activities. 
4.2.2 Course Outsiders 
Course outsiders refer to people who are not involved in learning activities.  However, they 
play an important role in either facilitate or diminish learners to feel competent.  There are 
two actors found in this research including colleagues and family members.  Each is 
reported as follows. 
(1) Colleagues 
Colleagues refer to people who were associated with the participants in a workplace.  They 
helped either facilitate or diminish a feeling of being capable when the participants 
participated in online courses and learning activities.   
In this qualitative case study research, colleagues facilitated a feeling of being capable by 
providing compliments for the participants, showing their admiration, and accepting 
knowledge and skills.  Compliments from colleagues could help learners perceive their 
feelings of being capable.  They were able to apply knowledge and skills received from 
taking online courses to their work, as evidenced in the examples below. 
 For the course outsiders, my supervisor and language specialist played an important 
 role in giving me feedback and comments on my translation work.  After taking  
this course, my translation skills have been improved.  They were satisfied with the  
quality of my translation.  So my perception of being capable was in the form of 
compliments from them (P3). 
I also have a foreign boss who has partly provided me with support in some activities  
where I had to differentiate between American and British accent.  My boss  
sometimes helped me and checked my work.  He praised me if I did it correctly.   
The feeling of being capable came from being praised from my boss. (P9) 
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The participants also felt capable when they received admiration from their colleagues.  This 
admiration was about an ambition to learn that the participants invested in.  Participant 5 
stated that “Family outsiders also admired me for my never-ending yearning for 
knowledge”.  Participant 10 also discovered that “My professors have also helped and 
influenced me to be successful.  They were so helpful and tried to discover my hidden 
abilities”.  
Colleagues also made the participants feel capable by accepting their abilities from 
participating in online courses.  For example, Participant 10 mentioned that “I am working at 
the University of South Africa, and my knowledge and skills were evaluated for the 
accredited degree I received from STOU.  The results were acceptable and this made me 
very proud of my degree”.  
On the other hand, colleagues could also diminish a feeling of being capable.  Getting 
negative criticism or discouraging words from colleagues might make the participants feel 
less capable, as mentioned in the quotes below. 
 At first, other people didn’t understand why I did learning courses, with some  
concern about my age.  They thought it was a waste of time.  I’ve heard some  
discouraging words like ‘Are you sure you will graduate?’ They believed that English 
education is very difficult to complete.  They said so because they’ve had experience  
doing online courses, but not English ones.  I told them that people vary in their 
 interests and do not have to agree.  I kept going and did my best. (P8). 
Negative criticism from my supervisor and language specialist could motivate  
me to do better in my translation.  It might make me feel less capable but I wanted  
to overcome this negative feedback.  It helped motivate me to improve my translation  
skills because I could accept it. (P3) 
The following section emphasises how family members could increase and decrease a 
feeling of being capable when participating in online learning activities. 
(2) Family Members 
Family members played a significant role in not only supporting learners to be successful in 
completing tasks, but also helping them to be motivated to learn.  The factors facilitating 
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learners to have a feeling of being capable include being motivated to learn, being seen as 
intellectual, helping family members with specific tasks, and receiving assistance from them.  
The participants gaining support from their family members perceived a sense of capability 
for doing online learning tasks.  Participant 10 pointed out that “For me, my family members 
played the most important role in helping me feel capable.  This is because I have had to use 
English in daily conversation with my family.  This has helped me a lot in doing online tasks.  
I have a lot of confidence”.  She further explained that the family’s perception of her skills 
and abilities were the most important to her, especially when her husband and children 
showed that they were proud of her.  Participant 4 also explained that “My family always 
supported and encouraged me to study because I could be responsible for my tuition fee.  
They tried to praise and support me when I did my course assignments. For example, when I 
wanted to use a computer, they were willing to let me use it”.  Another example of 
perceiving competence is given by Participant 9: “Actually, learning online is autonomous. 
Somehow, my family has helped me realise my potential in learning since I had to do it 
autonomously”.  
Being seen as intellectual by family members could also make the participants feel more 
capable, as reflected by Participant 5: “On the other hand, my kids saw me as an 
intellectual.  When I achieved high scores, my kids were pleased and praised me for doing a 
good job although I both worked and studied.  My kids even told their friends at school that 
I was a university student taking online classes”.  This feeling also happened to Participant 5 
when he commented that “For my family, I sometimes helped my older brother translate his 
work because he is a lawyer.  He also made me perceive a feeling of being capable when I 
did a translation for him”.  
Family members also helped provide assistance to the participants which contributed to the 
success of their assignments.  Participant 1 received a lot of assistance from her parents 
when she had to make her own presentation by stating the following quote: “My parents 
helped me a lot. My mother helped me with my English pronunciation and gestures when I 
practiced my presentation.  Also, my father helped me record the video clip.  Moreover, my 
parents taught me more techniques which were not covered in the textbook”.  This also 
occurred to Participant 8 when she received support from her husband.  She mentioned 
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that “My husband was the most important person who made me feel capable.  He 
understood what I was doing.  He works in computers, so he agrees with the idea of learning 
online”.  
Some participants mentioned that they felt being less capable when they had multiple 
responsibilities to do and were told that their studying limited family time.  Participant 2 
illustrated that “When I was in Thailand, I had to take care of my baby and worked at the 
same time.  This made me so tired and did affect my study”.  This situation also happened to 
Participant 5.  She noted that “As I mentioned, my husband wasn’t really happy that my 
studying and online activities lessened my family time.  However, it’s not a big hurdle to get 
over, depending on my time management”.   
The following section states a self-perception factor when the participants perceived that 
their intrinsic motivation could be facilitated or diminished by a number of factors. 
Thus, five social conditions that facilitate or diminish learners’ perceived competence were 
presented.  These social conditions include peers, course facilitators, and self-motivation as 
course insiders, whereas colleagues and family members are seen as course outsiders.  
Next, environmental conditions are illustrated. 
Environmental Conditions 
Environmental conditions are the external factors that facilitate or diminish learner intrinsic 
motivation in online social learning platforms.  Environmental conditions focus on how the 
online learning space and environment influenced a feeling of being capable, and how they 
made learners feel less capable.  There are four factors found in this qualitative case study 
research.  These factors include accessibility, learning activities and resources, collaboration 
tools, and the learning system.  Each factor is presented as follows. 
4.2.3 Accessibility 
A feeling of being capable was facilitated when the participants felt that they could learn 
and participate in online learning activities anytime anywhere.  They found it useful and 
convenient because they were not required to go to a conventional class which takes place 
far from their homes.  Participant 6 stated that “Online distance learning allowed me to 
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learn anywhere.  It was good for me, who lives far away and was not available for traditional 
classes or face-to-face meetings with the instructor, so I could learn how to be a self-
learner”.  He also pointed out the importance of an internet connection when taking online 
courses that “the Internet connection was important because it allowed me to learn any 
time after daytime work.  I could search for additional information before I had a response 
to a question posted on the board”.  This statement was agreed with by Participant 8 and 
she claimed that “With an internet connection, I could learn anywhere.  This gave me more 
time to do other things such as chores.  It was more convenient than going to conventional 
classes”. 
Being accessible from distant home also motivated learners to register and participate in 
learning activities when comparing to studying in a traditional classroom.  Participant 7 
stated that “I think it is a very convenient learning channel that is flexible and beneficial for 
those who don’t have time to go to conventional university.  You can learn anywhere 
anytime.  You also get yourself updated”.  Participant 7 further pointed out that “I decided 
to register for Self-study Skills for English Language Learning because it was an online 
courses that was accessible from my distant home.  To put it simply, it led to learning 
flexibility.  I could save time and money”.  Participant 10 and Participant 8 also shared the 
same idea that online learning helped safe their time and travel expenses.   
However, within the context of a developing country such as Thailand, the factor of 
accessibility was found to diminish more than facilitating a feeling of being capable.  The 
main factors include facing an internet connection problem, and studying and doing 
assignments from an internet café. 
The participants who had limited accessibility might face some learning problems.  It might 
affect a task submission, especially when the deadline was due.  Participant 5 indicated that 
“There were some incidents.  For example, when it was so close to the deadline and the 
internet connection was down.  This was out of control”.  Another example of being less 
capable due to this factor is demonstrated by Participant 7: “It was the internet connection 
on my side.  There might be a problem with the internet connection under bad weather 
conditions.  This sometimes disabled my online learning”.  More participants revealed that 
accessibility made them feel less capable, as evidenced in the quotes below. 
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 The main problem of learning online was possibly the internet connection.   
In my case, I don’t live in a house where there’s internet access and I  
sometimes had to work upcountry during the assignments submission periods.   
The internet connection’s inaccessibility made me feel bad about my learning  
and I missed task submissions.  This resulted in the perception of self-efficacy. (P9) 
 However, for those who couldn’t afford these things such as a computer  
and internet access, they might find that lack of these supporting tools were  
barriers for online education…  Because of these reasons, they missed the  
discussion forum which led to lack of their coordination for group work.  (P10) 
The participants who could not access the internet had to study and submit tasks at an 
internet café that might not be available around their homes.  This decreased their feelings 
of being capable when taking online courses.  Participant 2 reported that when she first 
enrolled in STOU, she had to go to the internet café to do assignments because she did not 
have the internet connection at home.  As one participant noted, “It was quite inconvenient 
at the beginning of my study when I had to study and do assignments at the internet café, 
particularly when it was raining and I had to ride a motorcycle there.” (P2).  Another 
example that well supported this situation could be found in the following quote. 
 As a student in an online class, I had to log-in and check news and information 
posted on the site at least once a day.  Other students who didn’t possess  
the supporting tools had to go to an internet café which is located quite far  
from their houses.  This was considered as a barrier for online education. (P10) 
The following section describes how learning activities and resources influenced the 
participants’ perceived competence.  
4.2.4 Learning Activities and Resources 
Learning activities and resources provided played a significant role in increasing a feeling of 
being capable when the participants undertook online courses and participated in online 
learning activities.  Various learning activities with a number of online learning resources 
helped motivate learners to learn and could lead to a successful learning outcome.  An 
example of learning activities and resources is given by Participant 1: “I had a textbook 
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which contained various texts for this course with its learning activities.  This textbook came 
with a CD too, I guessed.  These learning materials could help us learn, but it could not 
provide responses or feedback for me”.  Also, Participant 3 pointed out that “Online 
learning resources such as Google, Wiki, handbook, or textbook were useful aids to improve 
my knowledge”.  One participant expressed his thoughts towards the advantages of learning 
activities and resources that helped make learners feel being capable with the following 
quotes. 
 The course materials were very clear in detail.  I thought it was very good.   
It was funny when my friends told me that we would have never finished this  
thick textbook.  We were also given a CD in case we didn’t have much time to  
read the textbook.  This CD was very useful that we could save files into our  
smartphones.  We could listen to it anytime anywhere… Every assignment  
had a certain resource to facilitate our study such as relevant websites.   
Sometimes, the assignment was to translate into English by using different  
sources manuscripts. (P4) 
More participants found that learning activities and resources helped them improve 
knowledge and skills.  One participant argued, “The Effective English Presentation course 
has helped me to improve a lot.  I am able to do many things I have never tried before, for 
example, I did not know how to use MS Office (PowerPoint, Word, and Excel) and how to 
attach files in emails.” (P10).  She further mentioned that when she was happy, she wanted 
to do and learn more.  Being able to do something new such as using PowerPoint made her 
feel more capable than before, and this made her proud of herself.  Participant 4 also stated 
that “Learning activities I participated in also made my English skills improve, both in source 
and target languages”.  
Knowledge and skills is one of the crucial factors that helped intrinsically motivate learners 
to take part in online learning activities.  This factor not only helps learners expand their 
existing knowledge and skills, but also facilitates them for doing other courses. 
Gaining knowledge and skills by regularly participating in learning activities is a successful 
way to improve one’s competence.  Participant 6 noted that “At first, I participated in online 
activities because it was compulsory, but gradually enjoyed doing them because I valued 
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them in improving myself.”  Most learners gained knowledge and skills from their peers who 
had more experience when doing group tasks.  However, one participant expressed, “For 
those who had less experience, I could share my ideas and perspectives with them” (P3). 
This means one can expand his/her knowledge and skills not only from learning from others 
but also sharing with others, especially from one who has less experience. 
Most participants in this research perceived that they could apply knowledge and skill 
received from learning activities to other related courses.  Participant 4 pointed out that “I 
thought it was good to be good at English translation because I could use my translation 
skills to facilitate my study”.  Participant 6 also expressed that “I chose this course due to my 
own interest and I thought it would be useful in doing other courses”.  This factor then 
helped learners to be motivated in learning activities, as evidenced in the quote below. 
The main factor was the course contents. I thought the course content could be  
applied to other courses.  There will be a lot more English courses we have to take,  
so this course is useful and served as a foundation for our online learning because  
I haven’t had any experience in learning online before. (P6) 
Participating in active learning activities and having useful learning resources are seen as the 
factors motivating learners to learn and complete the course.  Various learning activities and 
resources helped facilitate learners to participate more in their learning.  These could lead 
them to be intrinsically motivated and contented with completing tasks by studying and 
searching autonomously.  
Learning activities and resources made learners feel happy when participating in learning 
activities.  Participant 2 revealed that “I was very pleased and happy to participate in online 
learning activities because I loved to do my assignments, especially when finishing and 
submitting to the course instructor on time”.  Participant 4 also noted that “I was very 
happy to study at STOU because it could give what I really wanted.  I gained knowledge”.  
Some participants found learning activities and resources useful when doing tasks.  
Participant 5 found these useful as “I thought this course would be useful in developing my 
communication skills and career path.  It is a fundamental course that potentially builds on 
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learner’s English skills”.  Participant 10 also stated that “When I studied and researched 
autonomously, I intentionally learned more than what I expected”.   
However, some participants found that learning activities and resources could make them 
feel less capable.  These affected those who specifically had low technological skills.  These 
might make them feel less capable and lead them to withdraw from the course.  These also 
made them miss due dates for assignments and lose marks.  The following evidence was a 
good example of this barrier. 
 The presentation course had a lot of handouts and it was pretty new for me so  
I faced some problems such as my out of date computer program which was  
incompatible with the instructor’s. (P1) 
 In addition, my online classmates were at the same age of me, which meant they  
were at the middle or upper middle management position.  This also meant they  
had some subordinates so they might ask their subordinates or event their children  
to do the tasks for them.  They might not be capable with the technology.  
At the end, these people dropped out and were not successful in taking the  
online course. (P10) 
 It depends on the skill you have.  When I was assigned to do something I had  
no idea about, I searched for more information.  I sometimes had technical  
problems when submitting an assignment online.  The assignment sent via  
mobile was sometimes not received.  This kind of thing could be a problem.   
I’ve learned that I had to check the file type before sending it.  So, this depended  
on your computer skill. (P8) 
The next section indicates how collaboration tools influenced a feeling of being capable. 
4.2.5 Collaboration Tools 
Two major effective collaboration tools made available in the courses were provided for 
learners to communicate with peers and course facilitators.  These tools were a discussion 
forum and a scheduled live chat.  However, learners also communicated with other parties 
using other channels such as social media, emails and mobile phones, specifically when they 
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wanted to discuss some specific topics with peers.  These factors seemed to facilitate a 
feeling of being capable, but it sometimes diminished this feeling too.  
Discussion forums in this research could be divided into two types: a discussion forum as a 
whole for everyone registered for that course to communicate with each other, and a 
discussion forum specifically used for a group assignment.  A discussion forum was mainly 
used for learners and course facilitators to post and reply for any learning issue that might 
happen during the undertaking of the online courses.  Most participants revealed that this 
type of communication channel allowed them to seek solutions from course facilitators 
when they faced difficulties in learning.  Once they received the solutions, their feelings of 
being capable were increased.  Participant 4 described that “The communication channel 
has also influenced my feeling of being capable.  It was a discussion forum created for 
learners who wanted to contact the course lecturer or classmates.  The course lecturer tried 
to answer all learners’ questions”.  This was also mentioned by Participant 6, “I could also 
post a question in the discussion board when I needed help and might get responses and 
feedback from the instructor and peers”.  
Although a discussion forum was considered useful when learners needed help, it might 
cause task submissions to be missed, especially a discussion forum created for group 
assignments.  An example of this situation is given by Participant 10, “When discussion 
forums were held online, those who always missed the discussion might miss task 
submissions and other group work”.  
Communicating via scheduled live chat was a way to contact the course facilitator for 
consultation.  Learners always knew the schedule for live chat in advance as mentioned in 
the course syllabus.  With this type of communication channel, learners did not need to wait 
for feedback or comments from course facilitators.  This means course facilitators were able 
to answer their questions immediately.  Participant 6 stated that “Scheduled live chat was 
another channel we could use to contact the instructor to get consultation in real time, 
giving confidence that what I was doing was on the right track”.  This helped strengthen a 
feeling of being capable when learners need urgent assistance from course facilitators (P1, 
P7). 
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As mentioned above, some participants might find the collaboration tools made available 
for them ineffective in terms of using them to communicate comfortably.  This resulted in 
seeking an alternative channel.  Using email was a way to communicate with peers outside 
courses.  Some participants found it useful and convenient.  Participant 6 noted that “We 
rarely used other collaboration tools like social media.  Email was mainly used”.  Participant 
7 also mentioned that he used email for urgent cases.  Email was also used to submit 
assignments when allowed by course facilitators (P2). 
Using a mobile phone was convenient for learners who felt uncomfortable communicating 
with peers via a discussion forum.  Communication in this way might be costly; however, it 
was a preferred method for some participants. One participant expressed, “Sharing on 
discussion forum provided was not convenient.  Talking on the phone is more convenient.” 
(P10).  This also happened to Participant 4 when he communicated with his peers via mobile 
phone or other collaboration tools. 
In Thailand, communicating via social media is very popular.  People use it for a variety of 
purposes including for educational purposes.  In this qualitative case study research, there 
were two major collaboration tools: Line and Facebook.  Most participants had got at least 
one of these and used them to communicate with peers when they found that they were 
uncomfortable contacting peers using a communication tool provided by the course such as 
a discussion forum.  They often communicated with peers when they wanted to discuss 
some specific topics relating to learning activities.  This might be common in Thailand; 
however, it might be awkward in the eyes of westerners who may ask why they did not 
communicate via channels made available in the course.  This might be called cultural 
differences.  
Some participants used Line or Facebook to discuss a particular topic relating to their 
learning.  Participant 2 indicated that “Yes, of course, I communicated with them via 
Facebook and Group Line when I wanted to discuss a specific point”.  Interestingly, one 
participant provided the reason why she had to communicate with peers via Line or 
Facebook as follows. 
 Another point was the communication amongst peers.  Unlike online chat through  
other channels like Facebook or Line, it was all about study, nothing personal.   
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It might be because they were afraid that their marks would be deducted if they  
got off the point. (P8) 
Besides, some participants used these collaboration tools and keep in touch with peers.  
Some communicated with peers, especially with their ex-classmates (P1, P3, P10).  For the 
participants who lived in other countries with a different time zone, it was a good idea to be 
connected via social media as described by Participant 4, “ … For the group members who 
lived abroad such as in Hong Kong or Switzerland, I contacted them via Line”.   
The next section reveals how the learning system helped increase or decrease a sense of 
being capable. 
4.2.6 Learning System 
Learners seemed to feel a sense of being more capable when they were provided with an 
effective learning system.  In this research, the learning system offered by Sukhothai 
Thammathirat Open University (STOU) is called D4LP.  There were four tasks altogether in 
this learning system including an individual task, giving feedback to peers, reading feedback 
from peers, and a group work respectively.  Although this learning system was considered 
not to be as good as that offered in a famous university, it allowed learners to experience 
learning online.   
Some participants found it difficult to use when they first enrolled for the course; however, 
they found it enjoyable when participating in online learning activities.  This was evidenced 
in the following quotes. 
 The university uses d4lp online learning system that allows us to work and  
communicate with peers and instructors.  It serves as an additional learning  
resource.  The university provides a comprehensive resource, so it depends on  
how effectively we use it.  At first, it seemed an awkward system to use.  Then I  
found it worth using.  I tried to make the most use of it, and I felt good and  
proud of myself for fully exploiting the provided tool. (P5) 
The online learning system has an assessment.  When I achieved good or full 
marks, I felt good.  I appreciated myself that I could do it.  I felt more positive  
towards my learning. (P9) 
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From the above quotes, it could be implied that the participants had a feeling of being 
capable because this learning system allowed interaction between learners, peers and 
course facilitators, making it more like a real classroom (P6).  Some learners believed that 
the online learning space and environment indirectly helped them because the university 
provided a well-managed learning system for them (P2, P4).  Learners could also get help 
from system management people when they had a system-related problem.  
Another example was from the online learning system offered by STOU that allowed the 
participants to take part in course activities (P5), as evidenced in the following quote. 
 The advantage of the online learning system was that we could log in to the course  
anytime and it was unlimited in providing learning resources.  Learners could  
gain access to the course anytime anywhere.  I did some of my assignments  
while I was on holiday.  If I could access the internet, I could do my assignments  
anytime anywhere. (P4) 
However, some participants had a problem with the online submission system when it was 
down, especially when the assignment submission was due (P2).  Another example is seen 
by Participant 4: “A little problem occurred in the learning system when there were many 
people wanting to submit their assignments at the same time.  The error occurred and it 
made us miss the deadline.  Luckily, the due date was extended”.  
Thus, the findings show that there are four environmental factors increasing and decreasing 
learners’ feelings of being capable in online social learning platforms.  These factors are 
accessibility, learning activities and resources, collaboration tools, and the learning system.   
Next, cultural conditions as emergent factors found in this qualitative case study research 
are reported. 
Cultural Conditions 
Cultural conditions mentioned by the participants in the context of a developing country in 
this qualitative case study research are considered to be an obstacle in online learning, 
especially decreasing a feeling of being capable.  There are two major cultural factors 
including Thai learners’ traits and seniority.  Each factor is discussed as follows. 
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4.2.7 Thai Learners’ Traits 
Learners’ traits play an important role in influencing the way learners understand and 
participate in learning activities.  Generally, individual learners possessing desired learning 
traits are able to achieve their study goals, especially when taking online courses.  However, 
some of the Thai learners mentioned in this research might have an undesirable learning 
trait.  This resulted in having difficulties in learning, withdrawing from the course, or even 
being failed.  Having a negative learning trait might also make learners feel less capable. 
Some of the Thai learners usually sought help from others so this was seen a negative 
learning trait.  It seemed that learners did not initially attempt to solve learning problems by 
themselves, but they usually kept asking for help from others.  On the other hand, some 
often offered help to others without being asked.  It is considered as negative attitude 
towards online learning because learners are required to be self-autonomous learners.   
 I had noticed that because of Thai culture which values supporting and helping  
each other.  If one group member was not available to do the task assigned,  
the rest of the group members volunteered to do it for him/her.  When it came  
to the submission, all group members were scored the same.  It seemed that  
those people who didn’t participate in doing that assignment received some  
advantages from the help they received, but I think they had some disadvantages.   
This is because they didn’t actually research and do the tasks so they didn’t possess  
any knowledge.  When these people did the exam, they failed. (P10) 
Thai learners are also seen as passive learners.  They often bring their ideas of a 
conventional classroom into the online learning space.  This makes them unsuccessful in 
learning.  Some learners lack learning motivation and this leads to a feeling of being less 
capable.  The following quotes demonstrate how Thai learners believe and behave when 
participating in online courses. 
 Most staff here is Thai.  As you may know, Thais prefer to study in a traditional  
classroom, so online learning seems not to work with Thai lifestyle and context.   
Thai students are seen as passive learners from their childhood education to  
tertiary education.  Although these students study in a traditional classroom,  
they behave the same.  They don’t like to research or self-study. (P3) 
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 Some learners wanted to study at Sukhothai Thammathirat Open University  
because they thought that the lecturers here could make them fluent in English.   
This belief is definitely wrong.  Learning style here depends on learners themselves.   
They must try to study by themselves because it isn’t like the learning style required 
in a traditional university. (P4) 
Possessing a positive learning trait was also mentioned by the participants when 
participating in online learning activities in this research.  A number of learning traits that 
learners should possess was exemplified in the following quotes.  Participant 10 found that 
“However if I did not have any enthusiasm, self-discipline, and eagerness to learn, it might 
be very tough in taking an online course”.  Participant 4 also suggested that “As I mentioned 
before, students who want to take the online course must be punctual, be open to other 
people’s opinions, not make rush judgement on other people and be unselfish, especially 
those who are able to afford and possess learning tools”.   
Some participants have given suggestions on how to be successful learners in online 
education within the context of Thailand.  These learning traits include being responsible for 
learning, participating in a discussion forum regularly, allocating time for studying, paying 
more attention to online learning activities, being self-determined, being independent, 
being positive person, being self-efficacious, and being autonomous (P3, P5, P6, P8, P9).  
Some suggested learning traits stated here might also influence a feeling of autonomy such 
as being autonomous, independent and self-determined. 
However, some of them perceived that they might feel less capable when receiving fake or 
irrelevant feedback from peers and course facilitators.  This situation might result from a 
factor of Thai learners’ traits reported above.  Examples of this cultural barrier occurring in 
the context of a developing country such as Thailand can be found in the following quote. 
 This also applied to Thai classmates and close friends who didn’t provide real  
opinions.  They didn’t provide comments regarding the facts, sometimes they  
told me it was correct or good even though it wasn’t.  I hate this… When it came  
to the task submission, even Thai instructors usually provided feedback indirectly  
although there were some mistakes and misunderstandings.  These Thai instructors  
would comment on something else which might hurt the students’ feelings less…  
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I think the answer would be similar to the previous answer, which is Thai culture  
blocks people from showing their real opinions, thoughts and comments. (P10) 
Learning traits that Thai learners have could both facilitate and diminish a feeling of being 
capable when participating in online learning activities.  The next section presents a cultural 
condition of seniority. 
4.2.8 Seniority 
In the context of a developing country such as Thailand, seniority is considered as one of the 
key factors that make learners feel less capable when participating in online group 
assignments.  This seniority of Thai culture often blocks group members from expressing 
ideas.  Sometimes it makes learners feel uncomfortable to contribute knowledge or provide 
feedback for others during group activities.  This situation was clearly evidenced in the 
following quote. 
 Personally, I think I am aged but some other group members were older than me.   
The belief and respect in seniority of Thai culture has an influence on group work.   
I couldn’t sometimes express my opinions freely because of this belief.  This made  
me lack independence in sharing my opinions since I was younger than some other  
group members.  When the older members said this was the correct answers,  
I couldn’t disagree even though that answer was incorrect.  If I had contradicted  
them, there would have been some conflicts.  In western culture, everyone can  
express opinions and ideas freely although he or she thinks differently.  It may  
seem that people in western culture are about to fight each other in a meeting  
but they don’t. (P10) 
To sum up, the data from the interviews showed evidence that there are five social 
conditions, four environmental conditions, and two cultural conditions that facilitate or 
diminish perceived competence in online learning in the context Thailand as a developing 
country.  Next, three social conditions and three environmental conditions that influence a 
feeling of being independent and self-determined according to the second research sub 
question are demonstrated in the following section. 
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4.3 How do learners perceive a feeling of autonomy in online social learning 
platforms in developing countries? 
Factors influencing a feeling of being independent and self-determined are reported in the 
following sections.  Perceived autonomy can be increased and decreased by social 
conditions, environmental conditions, and cultural conditions.   
Social Conditions 
Social conditions are the external factors that facilitate or diminish learner intrinsic 
motivation in online social learning platforms.  Social conditions focus on how others 
influence a feeling of being independent and self-determined, and how they make learners 
feel less independent and self-determined.  There are two key factors found in this 
qualitative case study research.  These factors include course insiders (i.e., peers and course 
facilitators), and course outsiders (i.e., family members).  Each factor is presented below. 
4.3.1 Course Insiders 
Course insiders refer to people who play a crucial role in either facilitate or diminish a 
feeling of being independent and self-determined within the course.  There are two factors 
found in this research including peers and course facilitators.  Each is presented below. 
(1) Peers 
A feeling of being independent and self-determined helped influence learner intrinsic 
motivation in online social learning platforms because learners felt that they could 
participate in online learning activities based on their choices.  However, peers were able to 
both increase and decrease this feeling.  Peers helped increase a feeling of being 
independent and self-determined by allowing group members to express opinions or make 
decisions independently.  However, they might make group members feel less independent 
by showing no group coordination during group assignments. 
Although every group member had different objectives when taking online courses such as 
gaining knowledge and receiving a certificate, everyone was independent and self-
determined to learn (P3).  They were allowed to select topics to present based on their 
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interest (P1) and to express his/her opinion freely (P2).  They were also able to learn more 
from exchanging ideas when doing group tasks via a discussion forum, as evidenced by the 
following quotes. 
 The class helped each other by sharing ideas and giving feedback, some of which  
we agreed and some of which we didn’t.  However, we were sill free to accept or  
reject the idea proposed in the discussion forum at our discretion.  We were not  
forced or controlled to do what we didn’t want to. (P8) 
 Other people like my classmates were not considered as an obstacle that made me  
feel less independent.  All of my group members were free to express our thoughts.   
I was lucky that my group members respected each other ideas and opinions.   
We had different perspectives but we worked together to achieve our  
educational goals. (P5) 
For me, as I have a degree in Thai language and work as a Thai lecturer, my group 
members always gave me a priority in a decision making so I felt I was independent  
and self-determined. (P4) 
When learning online, it was impossible to avoid experiences with some unpleasant group 
members.  This might make other group members feel less independent and self-
determined too.  Those who had strange habits and personalities might have negative effect 
on others (P3).  An example of showing a lack of group coordination is demonstrated by 
Participant 4: “When I participated in a group work, some of my group members did a group 
assignment, but some didn’t.  Some also made a mess.  They were very confident about 
their translation skills and selection of word choice.  Sometimes, they, on behalf of our 
group, submitted work with mistakes”.  Some participants did not complete group tasks 
because they found that they did not want to work or build any relationship with those who 
did not contribute.  Another example is given by Participant 6: “When doing group work, I 
found that some group members didn’t contribute to the group activity.  This was a factor 
that might affect the group’s performance and independence to make any decision for the 
group”.   
The next section shows how course facilitators influence a sense of being autonomous.  
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(2) Course Facilitators 
Course facilitators in this qualitative case study research were found to facilitate learners’ 
feelings of being independent and self-determined.  They enabled learners to make their 
own choices.  Their roles of allowing learners to choose things freely were very supportive 
(P7).  Participant 1 emphasised that “Yes, when I chose a topic and asked the instructor for 
her opinion, she replied ‘just choose any topic you liked’”. 
The participants who were recognised by course facilitators when sharing opinions via a 
discussion forum could also feel more independent.  One participant expressed that she felt 
more motivated to participate in a discussion forum when she was able to share her idea 
with group members freely.  From doing this, the course facilitator recognised her 
contribution to the group.  
 For the Discussion Forum, the number of students went down as time passed by.   
When the number of students got smaller, the teacher could recognise the  
students who regularly shared opinions about assigned topics.  I myself was one  
of these students so I became recognised. (P5) 
However, although the course facilitators encouraged the participants to select what they 
wanted autonomously, the participants still needed to take marking criteria, for example, 
into consideration if they wanted to receive high marks.  Participant 8 noted that “In 
addition, the instructor allowed us to think independently.  We were independent in our 
choice, but still followed the course syllabus”.  
The university also helped strengthen learners’ feelings of being independent and self-
determined when taking and participating in online courses at STOU.  Participant 2 stated 
that “I thought one of the advantages of online learning was that I could select the courses 
to register for because I knew the exact exam schedule time mentioned in the university’s 
academic calendar”.  She further explained that the academic calendar was set for a whole 
year, so she could register for the courses freely.  This means no one influenced her 
decision.   
The next section presents how course outsiders (i.e., family members) helped increase a 
feeling of being independent and self-determined. 
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4.3.2 Course Outsiders 
Course outsiders refer to people who are not involved in learning activities.  However, they 
play an important role in either facilitate or diminish learners to feel independent and self-
determined.  There are one factors found in this research including family members.  It is 
reported as follows. 
(1) Family Members 
Family members are influential people who can make the participants feel more or less 
independent and self-determined when participating in online learning activities.  The 
participants were able to make their own choices such as selecting topics for the 
presentation (P1).  This helped confirm their feelings of being free and independent.  Some 
participants were independent to choose what they wanted to study because their families 
were open to let them do that (P9).  One participant expressed that she felt a sense of being 
independent because her studying did not affect her family time, as evidenced in the 
following quote. 
 My husband and my children let me make decisions by myself since my husband  
is a foreigner.  He comes from a western culture so he encourages me to think or do  
things independently.  This has helped me a lot for my online learning.  I have  
clearly divided my time for both family and education.  And I think this was an  
advantage of learning online because I could allocate the time by myself. (P10) 
Receiving respect and support from family members was another factor that made the 
participants feel more independent and self-determined.  Participant 5 stated that “Then we 
could take this case as an example to teach our kids that if we were determined, we could 
reach our goals.  It is better to show the kids what to do, not just to teach them what to do”.  
The participants being given full support from family (P9) or receiving respect from their 
family for decision making in taking online course (P5) were motivated to learn and 
complete the course. 
Thus, there are three social conditions influencing a feeling of being independent and self-
determined from the data collected.  These factors include peers, course facilitators and 
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family members.  The next section discovers environmental conditions that increase or 
decrease perceived autonomy in online social learning platforms. 
Environmental Conditions 
Environmental conditions in online social learning platforms were found to facilitate and 
diminish perceived autonomy when learners participated in online learning activities.  In this 
qualitative case study research, there are three environmental factors.  These include 
discussion forum, learning activities and resources, and feedback.  Each factor is discussion 
as follows. 
4.3.3 Discussion Forum 
A discussion forum is defined as a major communication tool provided for learners and 
course facilitators to share opinions, post questions, and provide feedback.  It can help 
increase and decrease learners’ perceived autonomy.   
The participants in this qualitative case study research found a discussion forum useful in 
terms of helping them communicate with peers and course facilitators.  It also promoted a 
feeling of being independent and self-determined.  As one participant stated, “In addition, 
the instructor allowed us to think independently.  We were independent in our choice.” 
(P8).  The following quote is another example of a discussion forum facilitating a perception 
of autonomy. 
 I could study with the learning resources and when I had some questions I could  
post them on a discussion board… I thought it was very convenient because I only  
have my own laptop or smartphone to do the assignments anywhere anytime. (P4) 
Although a discussion forum allowed learners and course instructors to be connected with 
each other throughout the course, this communication via texts might lead to 
misunderstanding.  This communication channel is not the same as face-to-face 
communication because learners and course facilitators could not get the entire message 
including non-verbal information.  As one participant stated, “Communicating through texts 
on the discussion forum could lead to misinterpretation and I think that it was one of the 
barriers for completing group work.” (P10).  Participant 3 also mentioned that “The online 
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course uses text communication not face-to-face communication.  It affects feeling and 
decisions”.  Another example was explained by Participant 4, “Communication by text was 
limited.  It couldn’t convey the entire message and feeling of the learners. 
Misunderstandings were possible”.  
The next section emphasises the environmental condition of learning activities and 
resources that influenced a feeling of being independent and self-determined.  
4.3.4 Learning Activities and Resources 
Learning activities and resources play a significant role in facilitating a feeling of being 
independent and self-determined.  This included the participants being provided with 
enough learning resources and clear criteria of what to do in the course.  However, a 
perception of autonomy could be delayed by some learning activities such as marking 
criteria, demanding more advanced course contents, and depending on solutions provided 
by course facilitators. 
Some learning activities allowed the participants to choose what to study based on their 
decision.  Participant 2 reported that “For some leaning activities, learners could select to do 
or not to do them based on their preferences because the criteria for giving marks for each 
task are different”.  She further explained that a feeling of being independent enabled the 
creation of individual works without it being wrong or right so it made that work more 
interesting.  The topics selected also depended on the learner’s choice so they were 
presented based on their own interests and preferences (P1).  Another example was 
illustrated as follows. 
 At first, I didn’t know which topic I should choose to present and who could  
help me record the video.  I could make decisions freely so I decided to work on  
psychology because I had expertise. The topic I chose to present was about how  
to de-stress. (P9) 
Clear criteria of what to do were another import factor that helped the participants increase 
their perceived autonomy.  A well-designed course could have suitable learning activities 
including clear assessment criteria for learners.  The course should be designed for all levels 
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of learners in order to motivate them to learn (P3).  The importance of having effective 
learning activities was evidenced in the following quotes. 
 The criteria of this course were clear from the start.  It started with finding the  
main idea and dividing the topics to make presentation slides. I only added 
my ideas to these criteria in order to create my best presentation based on my  
independent ideas. (P1) 
 You could make your own decision to participate or not to participate in online  
learning activities depending on the objectives mentioned in the course syllabus. (P3) 
 The modules with a lot of content I could learn from made me feel confident in  
completing the online tasks and in using English on topics related to the lessons.   
I felt independent in the sense that I could use appropriate words and phrases in  
different situations. (P7) 
Learning resources could also make the participants feel autonomous when taking online 
courses.  This statement was supported by the quote below. 
We could study from other learning resources beyond what was provided by  
the instructor, from given links or online resources, for example.  So this gave  
me the feeling of independence in a way that I could learn and perform learning  
activities anytime and anywhere. (P6). 
The participants who had to work and study at the same time might be able to have a better 
level of perceive autonomy when they were in good learning space such as workplace.  They 
could concentrate more on the learning activities.  The following quotes are examples of 
how they felt independent when participating in learning activities. 
 The company that I work for gave me a chance to work and study at the same  
time.   The manager interviewed me in order to evaluate my English skills.  I told  
him that I did not have a degree.  As the company had just been started, it needed  
a workforce.  After the interview, I got recruited.  And yes, I can continue my  
study at STOU… At work here in the Philippines, I was allowed to use a computer  
and the internet freely, so I can use them for studying anytime I need.  This  
supports my feeling of being independent and self-disciplined. (P2) 
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 I think both learning space and environment has somewhat influenced my  
feelings.  This is because it is self-study.  People around me, the environment  
and media supported my autonomous learning.  Taking an online course  
required me to learn independently. (P9). 
Participant 6 also found that she could feel a sense of being independent when participating 
in learning activities at her workplace when her colleagues agreed with and supported her 
studying.  She further noted that “My supervisor and my colleagues allowed me to study 
freely at work.  I performed online activities or assignments both at work and after work”.  
However, some participants found that their perceived autonomy might be diminished 
when they depended on marking criteria and solutions received from course facilitators.  
One participant described this situation below. 
 The course content and criteria had quite an influence on my feeling of 
 being independent when choosing a topic to present because I had to  
consider the marking criteria mentioned in this course.  For example,  
I sometimes felt that I was not on track when I continued doing a project.   
So we needed to stick with the marking criteria in order to get good marks…   
Each activity that we were supposed to do would be graded, so we had to  
do the activities and exercises according to the evaluation in order to  
get higher marks. (P2) 
Another example could be seen when participants depended on a solution received from 
course facilitators.  Participant 6 stated that a solution given by the course facilitators as a 
guideline for an assigned task might affect the learner’s feeling of being independent and 
self-determined.  Some might avoid trying different solutions and be afraid it would affect 
their grades, even though the course facilitator was open to the learners’ ideas.  Some 
participants experienced a delay in receiving course materials (P5). 
The next section indicates feedback from peers that was likely to undermine perceived 
autonomy. 
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4.3.5 Feedback 
Feedback perceived by the participants in this qualitative case study research was found to 
decrease a feeling of being independent and self-determined.  One participant felt less 
independent because her job affected a group assessment.  She noted that “Giving feedback 
and marks to my group members as scheduled also affected my feeling of independence 
and self-determination because I had to sell products in different places. When I got back, 
the due date had passed”.  Another participant experienced that perceived autonomy might 
be decreased when receiving irrelevant feedback from assignments.  She described it in the 
following quote. 
Besides, there was no useful feedback on the submitted assignments, for  
example, recommendations on what could I do to reach the full marks since  
I got only 8 out of 10.  I needed to know what I missed and what I could do to  
get those two missed points.  I believed that the student-teacher ratio at this  
school was quite high.  Therefore, the teachers were not able to correct the  
assignments and provide feedback for every student.  I considered this as an  
obstacle for my study because I didn’t know what my weaknesses were and  
what I misunderstood.  Therefore, I didn’t know what to do and how to improve. (P5) 
The following section details how seniority as a cultural condition decreased a feeling of 
being independent and self-determined. 
Cultural Conditions 
Cultural conditions reported by the participants in the context of Thailand in this qualitative 
case study research are considered to be an obstacle in online learning, especially 
decreasing a feeling of being independent and self-determined.  There is one major cultural 
factor of seniority stated by the participant.  It is reported as follows. 
4.3.6 Seniority 
In Thailand, seniority is considered as a major key factor that not only makes the 
participants feel less capable, but also a feeling of being independent and self-determined 
when participating in online group assignments.  This seniority of Thai culture often blocks 
group members from expressing ideas freely.  Sometimes it makes younger group members 
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feel uncomfortable to contribute knowledge or provide feedback for others.  This situation 
was clearly evidenced in the following quote. 
 Personally, I think I am aged but some other group members were older than me.   
The belief and respect in seniority of Thai culture has an influence on group work.   
I couldn’t sometimes express my opinions freely because of this belief.  This made  
me lack independence in sharing my opinions since I was younger than some other  
group members.  When the older members said this was the correct answers,  
I couldn’t disagree even though that answer was incorrect.  If I had contradicted  
them, there would have been some conflicts.  In western culture, everyone can  
express opinions and ideas freely although he or she thinks differently.  It may  
seem that people in western culture are about to fight each other in a meeting  
but they don’t. (P10) 
Thus, the data collected from the interviews reveal that there are three social conditions 
(i.e., peers, course facilitators, and family members), three environmental conditions (i.e., 
discussion forum, learning activities and resources, and feedback), and one cultural 
condition (i.e., seniority).  These factors were found to facilitate or diminish a feeling of 
being independent and self-determined in online social learning platforms in developing 
countries (i.e., Thailand).  The next section presents a summary of findings. 
4.4 Conclusion 
In summary, the data collected from the interviews regarding learner intrinsic motivation in 
massive open online courses within the context of Thailand as a developing country were 
analysed using a thematic analysis.  The findings from the data analysis address the 
following research questions. 
 RQ: How do learners perceive intrinsic motivation in online social learning platforms 
in developing countries? 
 SQ1: How do learners perceive a feeling of competence in online social learning 
platforms in developing countries? 
 SQ2: How do learners perceived a feeling of autonomy in online social learning 
platforms in developing countries? 
104     Chapter 4: Findings 
 
The data reveal that learner intrinsic motivation in online social learning platforms in 
developing countries is influenced by learners’ perceived competence and perceived 
autonomy.  A feeling of being capable or perceived competence can be facilitated or 
diminished by social conditions, environmental conditions, and cultural conditions.  A 
feeling of being independent and self-determined can be also facilitated or diminished by 
social conditions, environmental conditions, and cultural conditions.   
According to participants perceived competence, the factors from social conditions include 
course insiders (peers, course facilitators, and self-motivation), and course outsiders 
(colleagues and family members).  The factors from environmental conditions are 
accessibility, learning activities and resources, collaboration tools, and learning systems.  
The factors from cultural conditions consist of Thai learners’ traits and seniority. 
With regard to perceived autonomy, the factors from social conditions are course insiders 
(peers and course facilitators) and course outsiders (family members).  The factors from 
environmental conditions include discussion forum, learning activities and resources, and 
feedback.  The factor from cultural conditions includes seniority.  
The discussion and interpretation of the findings from this qualitative case study research 
are revealed in the next chapter. 
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CHAPTER 5: DISCUSSION  
5.1 Introduction 
This chapter presents a discussion and interpretation of the research findings found in this 
qualitative case study research in relation to the research questions (i.e., perceived 
competence and perceived autonomy).  The chapter starts with research overview and 
review of research questions.  Then, the findings are discussed more comprehensively.  The 
chapter ends with a brief conclusion to the chapter.     
5.2 Research Overview 
This research was aimed at investigating learner intrinsic motivation in online social learning 
platforms.  The context of massive open online courses offered in the context of a 
developing country was selected.  Learner intrinsic motivation being investigated was 
guided by the cognitive evaluation theory.  Qualitative case study research was selected as 
the research methodology because it helped describe and understand a particular situation 
that was learner intrinsic motivation in developing countries with specific reference to 
Thailand.  
As the cognitive evaluation theory was employed in this research, there were two major 
areas that influenced learner intrinsic motivation (i.e., perceived competence and perceived 
autonomy).  Perceived competence was influenced by social conditions, environmental 
conditions, and cultural conditions, whereas perceived autonomy was also influenced by 
social conditions, environmental conditions, and cultural conditions as reported by the 
study participants.  The next section shows a review of research questions.  
5.3 Review of Research Questions 
Key literature regarding learner intrinsic motivation, online social learning platforms, and 
massive open online courses in the context of a developing country was reviewed.  This 
research primarily looked for learner intrinsic motivation influenced by external factors 
specifically mentioned in the cognitive evaluation theory rather than self-determination 
theory (Ryan & Deci, 2000). 
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Cognitive evaluation theory (CET) focuses on how social and environmental factors facilitate 
or diminish learner intrinsic motivation (Ryan & Deci, 2000) when learners participate in 
learning activities in online social learning platforms with specific reference to MOOCs.  
Perceived competence and perceived autonomy from learners who have undertaken 
learning activities in MOOCs play a significant role in CET.   
Perceived competence refers to a feeling of capability and effectiveness, whereas perceived 
autonomy refers to a feeling of doing an activity for its own sake (Ferrer-Caja & Weiss, 2000; 
Riley, 2016).  Thus the overall aim of this research was to investigate learner intrinsic 
motivation that is informed by cognitive evaluation theory within the context of MOOCs in 
Thailand as a developing country through the eyes of the learners. The research questions 
were as follows. 
 RQ: How do learners perceive intrinsic motivation in online social learning platforms 
in developing countries? 
 SQ1: How do learners perceive a feeling of competence in online social learning 
platforms in developing countries? 
 SQ2: How do learners perceived a feeling of autonomy in online social learning 
platforms in developing countries? 
These research questions are addressed and the findings are presented in Chapter 4.  The 
next section emphasises a discussion of the key findings. 
5.4 Discussion of Key Findings 
According to the research questions stated above, learner intrinsic motivation was informed 
by learners’ perceived competence and perceived autonomy.  A number of social conditions 
and environmental conditions found in both perceived competence and perceived 
autonomy impacting learner intrinsic motivation identified in the findings are discussed in 
the following sections.  Cultural conditions found in perceived competence and perceived 
autonomy are also discussed as an emergent factor that influenced learner intrinsic 
motivation in the context of Thailand.  These conditions are illustrated in Table 5.1. 
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Table 5.1: Conditions Facilitating or Diminishing Perceived Competence and Autonomy  
Perceived Competence Perceived Autonomy 
Social conditions 
1. Course insiders (peers, course facilitators,  
     and self-motivation) 
2. Course outsiders (colleagues and family  
     members) 
Social conditions 
1. Course insiders (peers and course  
     facilitators) 
2. Course outsiders (family members) 
 
Environmental conditions 
1. Accessibility 
2. Learning activities and resources 
3. Collaboration tools 
4. Learning system 
Environmental conditions 
1. Discussion forum 
2. Learning activities and resources 
3. Feedback 
Cultural conditions 
1. Thai learners’ traits 
2. Seniority 
Cultural conditions 
1. Seniority 
 
Perceived Competence 
With regard to perceived competence, people considered as social conditions could make 
learners feel a sense of being more or less capable when participating in online courses and 
learning activities (Hartnett, 2015; Hartnett, et al., 2011; Hartnett, et al., 2014).  The 
influence of these social conditions on learner intrinsic motivation adds to the knowledge of 
online learning from previous online social learning platforms research.  There are two key 
social conditions found in this qualitative case study research including course insiders 
(peers, course facilitators, and self-motivation) and course outsiders (colleagues and family 
members).  There are four environmental conditions including accessibility, learning 
activities and resources, collaboration tools, and learning system.  There are two cultural 
conditions including Thai learners’ traits and seniority.  Each condition is discussed below. 
5.4.1 Social Conditions 
Cognitive evaluation theory focuses on how social conditions facilitate or diminish perceived 
competence and perceived autonomy of learner intrinsic motivation (Ryan & Deci, 2000).  
Examples of social conditions include course facilitators, peers, family members, friends, 
colleagues, and employer (Reeve, 2012) as illustrated in a conceptual model of learner 
intrinsic motivation in online social learning platforms with specific reference to Thai 
MOOCs.  In this qualitative case study research, the findings show that social conditions play 
an important role in increasing or decreasing learning intrinsic motivation in online social 
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learning platforms.  These conditions are course insiders (peers, course facilitators, and self-
motivation) and course outsiders (colleagues and family members).  How others increased 
or decreased perceived competence are discussed as follows. 
Firstly, peers, also known as classmates or learning group members, are seen as one of the 
most influential people who could both increase and decrease learner intrinsic motivation 
when participating in learning activities.  This means these people could help increase or 
decrease a feeling of being capable.  As stated in the community of inquiry framework with 
specific reference to a key component of social presence (Garrison, 2007), peers are seen to 
help promote collaborative learning.  What peers could do in a discussion forum, for 
example, when doing assignments with group members is to socially and emotionally 
communicate with others by sharing opinions and providing feedback (Picciano, 2002; 
Rienties & Rivers, 2014). 
Most participants expressed that their feelings of being capable are increased when they 
received compliments from peers, especially when doing group assignments.  These feelings 
made them perceive themselves as capable learners.  Being accepted and inspired from 
peers also helped strengthen their capability.  These findings are also appeared in prior 
research that highlighted that learners’ perceptions of competence can be facilitated by 
helpful and supportive peers (Hartnett, et al., 2014).  Peers can provide feedback and 
encouragement for both individual and group assignments.   
However, about one third of the participants commented that their feelings of being 
capable are decreased when dealing with disagreement amongst peers.  This seemed to be 
hurdles in online learning because it might block learners from achieving their learning. 
Dealing with negative peers who did not accept others’ ideas, for example, could also lead 
the participants to quit the group work and even the course.  As mentioned by Hartnett 
(2015), insufficient or irrelevant feedback could affect participants’ feeling of being capable 
in online learning environment.   
Having no cooperation from peers is another factor that could also cause a feeling of being 
less capable.  This feeling occurred when the participants did not receive cooperation and 
coordination from group members when participating in group assignments. 
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Feedback is also considered as a crucial factor significantly influencing learner motivation.  
Understanding how culture influenced the way of providing feedback should be taken into 
consideration (De Luque & Sommer, 2000).  In a Thai cultural context, feedback seems to 
influence a feeling of being capable rather than a feeling of being independent and self-
determined.  Feedback is considered as a source of learner intrinsic motivation when 
individual learners are able to provide and receive it at every step in the online learning 
process (Snae & Brueckner, 2007).  However, this factor tended to decrease rather than 
increase a feeling of being capable when Thai participants took part in online courses in this 
qualitative case study research. 
The participants who received fake or irrelevant feedback from peers felt that their 
perceived competence was unclear.  For example, when peers provided fake feedback, the 
participants felt that feedback received did not meet their expectation in terms of having 
the right solution or being able to improve themselves.   
Secondly, course facilitators or course instructors play a major role in helping the 
participants achieve their learning.  They provided feedback on individual and group 
assignments via a discussion forum.  Constructive feedback from course facilitators could 
pinpoint what participants did wrong and what they need to improve.  As noted by Brophy 
(1999), constructive feedback, positive encouragement to motivate learners to interact, and 
assistance to motivate learners to engage in learning activities are required from the course 
facilitators. Some participants received comments on early stages of assignments, so this 
made them feel more capable.  According to Hartnett, et al. (2014), responsive course 
facilitators are seen as a source of support and encouragement.  This support facilitates 
learners to perceive their competence when taking online courses. 
On the other hand, half of the participants perceived that course facilitators provided 
insufficient and negative feedback on their assignments.  The participants felt dissatisfied 
with assessments and feedback received.  From having negative feedback, they sometimes 
felt incapable and had an unclear perception on their learning abilities.  For example, when 
the participants received insufficient feedback, they were unsure that their assignments 
submitted were right or wrong.  This hurdle was also found in a prior research when 
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learners received insufficient guidance and feedback from the course facilitators (Hartnett, 
2015).  This state of uncertainty decreased a feeling of being capable. 
Another example was from Thai course facilitators.  When course facilitators provided 
irrelevant feedback on tasks submitted, they tried not to hurt the participants’ feelings by 
stating something else rather than directly telling the participants what to improve.  As 
stated in a previous study, “Kreng Jai” or being afraid of offending could be found in Thai 
culture when one has to deal with others (Pongsakornrungsilp, 2011).  Thais avoid offending 
others such friends, family members, peers, and colleagues.  The ways of providing feedback 
from peers and course facilitators made the participants misunderstand or misinterpret the 
tasks they have submitted.  One reason behind this barrier might come from the support 
from a limited number of course facilitators who had to deal with many learners and could 
not provide detailed feedback in an appropriate manner (Gulatee & Nilsook, 2016).  This 
could make them feel being less capable. 
Thirdly, self-motivation is not a factor derived from others but came from the participants 
themselves when participating in online learning activities.   As mentioned in self-directed 
learning (Knowles, 1975), learners need to be autonomous and responsible for their own 
knowledge and skill construction.  MOOCs also promote self-directed learning amongst 
learners with the ability to participate in learning activities, and construct and share 
knowledge and skills with others (Kop, 2011; Koutropoulos, et al., 2012).   
Examples of self-motivation of learner intrinsic motivation found in previous empirical 
research included initial expectation (Howarth, et al., 2016), future preparation and dealing 
with peers (Zheng, et al., 2015), and the need to construct capability (Littlejohn, et al., 
2016).  However, according to the cognitive evaluation theory, social conditions and 
environment conditions as the external factors influencing learner intrinsic motivation were 
investigated in this qualitative case study.  But some participants expressed that their 
perceptions of being capable were also from the participants too, especially when they felt 
being less capable.   
Some participants perceived that having no time to study was a key factor decreasing a 
feeling of being capable because they were adult learners who had a job to do.  It was a 
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challenging task that they had to work and study at the same time.  They had difficulty in 
participating in learning activities, completing individual and group assignments, finding 
time to study, submitting tasks on time, and joining a discussion forum or a scheduled live 
chat.  As found in previous study, time and support for studies in online learning was 
perceived as learning barriers when learners experienced time constraints (Muilenburg & 
Berge, 2005).  This factor demotivated the participants to successfully participate in and 
achieve their learning.   
Time management, for example, is seen as a major factor that decreased a feeling of being 
independent and self-determined in this research.  Some participants had a problem of 
allocating time to concentrate on their study because they had to earn money for living at 
the same time.  This finding corresponds to prior research that time constraint has not only 
failed to facilitate intrinsic motivation in online learning but also in a conventional classroom 
then learners had more than one responsibility to do when taking courses (Riley, 2016).  The 
participants who were unable to find time to participate in learning activities might perceive 
less competence. 
Fourthly, colleagues helped the participants feel a sense of being capable by giving 
compliments when they applied knowledge and skills received from taking online course to 
their work.  Opinions from co-workers and supervisors found in previous research played an 
important role in influencing learner intrinsic motivation (Lim, 2004).  Half of the participants 
in this research were filled with admiration when they could demonstrate their abilities from 
what they gained from online courses.  Furthermore, being accepted for knowledge and skills 
from their colleagues could help increase their perceptions of being capable.  This was quite 
challenging when they had to study and work at the same time.   
On the other hand, getting negative criticism and being asked to participate in other activities 
were commented by some participants.  For example, some colleagues tried to demotivate 
the participants by saying discouraging words such as “Are you sure you will graduate?”  This 
might affect their feelings of being capable in terms of motivation to learn and participate in 
learning activities.  Some participants were asked from their colleagues to do something else 
that was not related to the course taken.  These activities could make them unable to 
concentrate on their study and could lead to the state of feeling less capable. 
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Lastly, family members are considered as the course outsiders who not only facilitate 
perceived competence but also diminish it.  Most participants stated that they received 
support and encouragement from family members.  The findings regarding family support 
and academic motivation from previous research revealed that Asian and Latin American 
learners perceived family support to make them have better education persistence and 
academic success (Dennis, Phinney, & Chuateco, 2005; Fuligni, 2001).  In this research family 
members such as parents and spouses could provide the participants with learning 
assistance when they needed help.  The assistance is seen in the forms of providing 
comments on assignments and helping with technological skills related to learning activities.  
Some participants could feel more capable when they were seen as intellectual from their 
kids, for example.  Another previous research finding reported that adult learners who did 
not receive family support when taking online courses were more likely to drop out (Park & 
Choi, 2009).  
However, some participants perceived less competence when they were told that studying 
online and online activities lessened a family time.  The participants felt that they did not 
receive enough support from their family members to take online courses. This resulted in 
being demotivated to learn.  
The next section discusses how environmental conditions influence a feeling of being 
capable.   
5.4.2 Environmental Conditions 
Environmental conditions that influence perceived competence are considered as the 
factors that help facilitate or diminish a feeling of being capable.  The study participants 
indicated four themes of environmental conditions including accessibility, learning activities 
and resources, collaboration tools, and learning system.  
Firstly, accessibility is a major factor facilitating the participants to be able to learn anytime 
anywhere.  As mentioned in prior research, perceived usefulness and perceived enjoyment 
from learners who undertook Internet-based learning medium played an important role in 
significantly promoting both intrinsic and extrinsic motivation (Lee, Cheung, & Chen, 2005).  
As an online learning is different from a conventional or face-to-face classroom, availability 
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of the internet allowed learners to study and do assignments that suit their convenience.   
The importance of accessibility was perceived by most participants when they could learn 
anytime they wanted, especially after daytime work.  For example, it helped promote their 
feelings of being capable by allowing them to post a question on a discussion forum when 
they needed help from peers and course facilitators. 
However, in the context of a developing country such as Thailand, accessibility seems to be 
an issue when taking online courses.  The main problem that regularly occurs is the internet 
connection.  Half of the participants faced this problem with two reasons of having no 
internet connection at home, and being sometimes in a remote area.  Some participants had 
to study, do and submit assignments from an internet café.  As learners in an online course, 
they would need to log-in and check class information including a group work via a 
discussion forum at least once a day.  The participants who did not possess the supporting 
learning tools such as the internet had to go an internet café that might be located quite far 
from their places.  This might affect their perceptions of being capable because they could 
not concentrate on their learning.  This technological barrier was also reported by the 
participants in prior research (e.g. Yáñez, et al., 2014). 
Some participants who lived in a place where there was no internet connection, for 
example, might experience in missing an online task submission.  Some might need to go to 
an internet café to study and submit their assignments.  These reasons could lead them to 
have a feeling of being less independent and self-determined. In prior study, cost and access 
to the internet was perceived as learning barriers in online learning (Muilenburg & Berge, 
2005).  
Some participants were sometimes required to work or travel to a remote area.  They might 
have a difficulty in accessing to the internet when an assignment submission was due or the 
internet connection was down under bad weather conditions.  This internet connection 
inaccessibility could lead to an absence of tasks submission.  This then resulted in the 
perception of being less capable and confident.  
Secondly, learning activities and resources is another factor that help the participants 
perceive their feelings of being capable.  Being provided with good learning activities and 
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resources helped the participants improve and learn a lot as mentioned in a previous study 
in Thai distance education (Vanijdee, 2003).  The examples of learning resources facilitating 
a feeling of being capable found in this research are Google, Wiki, handbooks, textbooks, 
relevant websites, and CDs.  These enabled the participants to improve knowledge and skills 
when they were able to self-study and search for more information from learning resources 
made available in the course.  When the participants perceived usefulness of course 
resources, they seemed to feel more capable (Hartnett, et al., 2014).   
With regard to learning activities, some participants perceived that from participating in 
learning activities, they could learn and improve their knowledge and skills by doing 
something new.  For example, they could learn how to use MS Office and attach files in 
emails.  This made them feel more capable than before taking these online courses.  
Previous research (e.g. Hartnett, et al., 2014) indicated that learning activities that provided 
tasks relevant to learners’ need in their everyday lives could help increase perceived 
autonomy.   
Some participants who had low technological skills might also perceive their feelings of 
being less capable.  Some courses required technological skills from the participants such as 
the Effective English Presentation course which asked them to make a presentation video 
clip.  Those who were not capable with the technology might drop out and not be successful 
in taking online courses.  Furthermore, some participants missed due date for assignments 
and lost scores because they had low computer skills and could not meet the assessment 
criteria mentioned in learning activities.  The participants who were sometimes frustrated 
by technological skills might have less intrinsic motivation to learn and participate in 
learning activities (Hartnett, 2016). 
Workplace is also seen as an external factor influencing participants’ perception of being 
competent.  Some study participants gained more competence in learning when they were 
allowed to use learning tools such as computers and internet made available in their 
workplace.  This feeling of being capable could also increase when they were able to work 
and study at the same time with full support at their workplace.  This feeling was supported 
by an earlier study when the workplace provided opportunities for its employees to 
participate in learning, it could also create the possibilities for them to expand their 
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knowledge and expertise (Tynjälä, 2008).  Support from organization reported in prior 
research was also associated with the dropout rates when adult learners participated in 
online courses (Park & Choi, 2009).  This is because organizational support directly relates to 
intrinsic motivation to learn.  
Thirdly, collaboration tools found in this qualitative case study research are discussion 
forum, scheduled live chat, email, mobile phone, and social media.  A discussion forum and 
a scheduled live chat were provided by the course, whereas an email, a mobile phone, and 
social media were an alternative way of connecting the participants with peers and course 
facilitators.  
Communicating via a discussion forum and a scheduled live chat considered as a key 
communication channel in online learning in this research allowed the participants to seek 
assistance from peers and course facilitators.  A feeling of being capable would be perceived 
high when the participants received feedback or comments from course facilitators after 
posting a question on a discussion forum.  The more messages the participants posted in a 
discussion forum, the higher motivation they received (Barak, et al., 2016).  The course 
facilitators provided guidance or solutions for them, so they knew how to improve 
themselves.  In addition that a scheduled live chat provided a real time communication, the 
participants perceived the importance of it when they needed an urgent help from the 
course facilitators.  These collaboration tools were not only for course facilitators to provide 
feedback and comments but also for peers.  Thus most participants in this research 
perceived a feeling of being capable via a discussion forum and a scheduled live chat. 
Also, when the participants wanted to discuss learning topics in a small group or in a private 
environment, they preferred to use emails, mobile phones, and social media instead of the 
channels mentioned above.  These channels made them feel more comfortable and 
confidential.  They could use these channels to not only discuss learning topics but also 
personal matters which they could not do in the public channels like a discussion forum or a 
scheduled live chat. They felt that it might affect their learning performance assessment 
from peers and course facilitators. 
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Social media was also addressed by the participants as a major communication channel used 
outside the courses.  In the context of Thailand, Facebook and Line are found very popular 
amongst participants when they want to discuss specific topics with peers.  These two 
channels also allow them to keep in touch with peers who lived in other countries (Madge, 
et al., 2009; Sun, et al., 2009).  For example, Line was used amongst group members who 
stayed abroad such as Hong Kong and Switzerland.  It is evidenced that learners who 
communicated with peers via social media could be motivated to learn and participate in 
learning activities (Sie et al., 2013).  These collaboration tools play an important role in 
strengthening a feeling of being capable.   
However, these collaboration tools might also make the participants feel less capable.  A 
discussion forum, for example, might be a source that makes the participants perceive less 
capable.  It is because the participants learned online and most learning activities were held 
online and communicated via a discussion forum.  Those who always missed the discussion 
might miss tasks submission and other group assignments.  
Lastly, learning system was referred to as a software application designed to deliver 
learning content.  These online courses being investigated in this research were delivered 
via a learning system called dl4p and offered by STOU.  This learning system might not be as 
perfect as other famous MOOC platforms; however, it allowed the participants to work and 
communicate with peers and course facilitators as well as to gain access to learning 
resources.  Most participants found it worth using and it helped them perceive a feeling of 
being capable.  For example, they were allowed to interact with peers and course 
facilitators, making it more like a real class.  Although they did not have a face-to-face 
communication, they could work together.  However, prior research indicated that learners 
who possessed low self-efficacy to demonstrate technological skills including how to 
effectively use learning system when taking online courses experienced a perception of less 
competence (Hartnett, 2015), and it could also diminish learner intrinsic motivation 
(Hartnett, 2016).   
The next section discusses how cultural conditions influence a feeling of being competent.  
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5.4.3 Cultural Conditions 
In the context of a developing country such as Thailand, culture is an influential factor in 
learner intrinsic motivation in online social learning platforms.  There are two cultural 
factors found in this research including Thai learners’ traits and seniority.  Each is discussed 
as follows.  These factors could facilitate or diminish a feeling of being capable when 
learners participated in learning activities. 
Thai learners’ traits found in this research also make the participants perceive less 
competence.  Some Thai learners’ traits are considered as an obstacle in online learning for 
learners.  For example, one study participant revealed that some group members just 
waited for help from peers rather than doing assignments by themselves, and those peers 
were also willing to help them.  This is seen that both parties did not promote positive 
learning environment allowing everyone to learn and share together.  They needed to be 
self-autonomous learners in order to search and research for skills and knowledge they 
wanted.   
Furthermore, some Thai learners are considered as passive learners.  This does not only 
occur in a conventional classroom but also in an online social learning platform.  Being 
passive learners, especially in this research, is one of the hurdles that play a crucial role in 
decreasing a feeling of being capable.  This might make Thai learners lack learning 
motivation, and a high dropout rate might result from this factor.  Being passive learners in 
Thailand might come from a cultural aspect as mentioned in prior study (Pagram & Pagram, 
2006) that Thailand is a country with strong cultural traditions and its people are mostly 
Buddhists.  These might affect the way that Thai learners usually behave as passive learners 
in order to show their politeness to others.  Some suggestions of how to be successful 
learners in online education for Thai learners from the study participants include being self-
autonomous learner, being good at time management, being self-determined, being self-
efficacy, and being independent (e.g. Hartnett, 2016).  These preferable learning styles were 
also found as self-efficacy and reinforcement that were encouraged when taking online 
courses (Mei, 2005).  
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Seniority in the context of a developing country culture was perceived by the participants 
that it decreased a feeling of being capable.  In Thailand, seniority has been rooted in Thai 
society for centuries.  It has been applied everywhere including in an online learning 
education as a research site in this study.  The importance of seniority in Thailand has been 
taken into consideration when designing the courses.  Based on past research, seniority and 
social status might increase or decrease the social relationships amongst people in Thailand 
(Kini, et al., 2004).  This could apply to the context of online education where learners are 
from different backgrounds such as age, gender, and education level.  
Participating in group activities with different ages amongst group members could lead to a 
feeling of being less capable.  Some participants expressed that some group members were 
blocked from sharing their opinions during doing group assignments.  This is because some 
younger group members had to slow down or avoid providing feedback or comments for 
older members.  This feeling was also reported by previous research (e.g. 
Pongsakornrungsilp, 2011) that seniority could stop younger group members from sharing 
and gaining knowledge from group discussion when they felt demotivated to make 
arguments with senior group members. They felt uncomfortable to accept the incorrect 
answers from elders, for example.  This seems to make them perceive less capable when 
participating in online learning activities.  For this reason, their motivation to learn 
decreased. 
The next section discusses perceived autonomy reported by Thai MOOC participant in this 
qualitative case study research. 
Perceived Autonomy  
A feeling of being independent and self-determined can be influenced by both course 
insiders and course outsiders.  The participants perceived that there are three factors of 
social conditions that facilitate or diminish a perception of autonomy in this qualitative case 
study research.  These factors include course insiders (peers, and course facilitators) and 
course outsiders (family members).  There are three environmental factors including 
discussion forum, learning activities and resources, and feedback. There is one cultural 
condition including seniority. 
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5.4.4 Social Conditions 
Three social conditions that facilitate or diminish a feeling of being independent and self-
determined were reported by Thai MOOC learners in this qualitative case study research.  
The conditions include course insiders (peers and course facilitators) and course outsiders 
(family members).  Each is discussed below. 
Firstly, peers allowed the study participants to express opinions and make decision 
independently.  Most participants noted that they felt more independent and self-
determined when there were free to share their opinions during group activities.  Peers 
helped them have a perception of autonomy when they could provide constructive 
feedback for group members, and when they were free to accept or reject the ideas 
proposed at their discretion.  Being with good group members could predict a better feeling 
of being independent when participating in learning activities.  However, having no further 
discussion on group tasks submitted from peers as mentioned in previous research could 
limit learners’ perceived autonomy (Hartnett, 2015).  
Having priority in decision making from peers also influences a feeling of being independent.  
For example, some participants who were perceived as the experts in that course could 
make a decision with supports from peers.  They might feel that they were not forced or 
controlled to do what they did not want to.  As reported in prior study, learners who were 
able to ask questions during learning activities might express their satisfaction of online 
learning experiences (Gunter & Kenny, 2014).  This positive experience also helped promote 
learner intrinsic motivation to learn in online courses. 
However, half of the participants mentioned that having no group coordination or dealing 
with unpleasant peers could diminish their perceived autonomy.  This resulted in having low 
motivation in learning or doing group assignments.  Contribution to group work was usually 
expected from group members, but some did not provide any.  This factor might affect the 
group’s performance and independence to make any decision for the group.  One reason of 
having no group coordination might come from a loose relationship amongst group 
members who did not have a face-to-face interaction.  This also happened when learners 
perceived this situation as “workload inequality” discussed in previous research (Hartnett, 
120     Chapter 5: Discussion 
 
2015).  It was explained that some participants contributed more than others in a group, 
and this caused some group members to perceive less autonomy.  
Secondly, course facilitators are the people who help the participants feel free and 
independent in making their own choices.  They allow the participants to learn and choose 
freely by taking a supportive role and providing advice.  Course facilitators who always 
provided the participants with constructive feedback or let them make a decision freely with 
having no limits were also perceived as great supporters of being autonomous learners in 
online context in a study conducted by Hartnett, et al. (2014). 
Lastly, receiving respect from family members when they supported a decision in taking 
online courses or participating in learning activities is seen as a key factor facilitating a 
feeling of being independent and self-determined.  Full support from their spouses, for 
example, helped the participants feel confident to make their own choices during the 
course.  Family members helped encourage them to select what they wanted to do.   
Some participants, however, felt being discouraged by their family members.  For those who 
did not believe in the effectiveness of online learning, they might say some discouraging 
words to the participants.  This took away the participants freedom to control what they 
wanted to do or participate in their learning.  
The next section demonstrates the environmental conditions that both facilitate and 
diminish perceived autonomy.  
5.4.5 Environmental Conditions 
Learner intrinsic motivation can be influenced by environmental condition informed by the 
cognitive evaluation theory.  Learner intrinsic motivation in the context of a developing 
country are influenced by three environmental conditions in terms of a perception of being 
independent and self-determined.  These environmental conditions include discussion 
forum, learning activities and resources, and feedback.  Each is discussed as follows.  
Firstly, a discussion forum could affect a feeling of being independent and self-determined 
when the participants took part in learning activities.  A discussion forum was used as a 
means of communication amongst learners, peers, and course facilitators as mentioned in 
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the perceived competence section.  It did not only increase or decrease a feeling of being 
capable but also a feeling of being independent or having own choice.   
However, communicating via a discussion forum is seen as an obstacle to a perception of 
being independent and self-determined.  It is because interaction with peers and course 
facilitators this way is considered as a verbal communication.  Communicating through texts 
on a discussion forum could lead to misinterpretation and unsuccessful group work.  This 
could affect feeling and decision making.  Then it results in motivation to learn.  It is 
interesting to notice that the findings found in this research were different from the findings 
found in a study investigated by Barak, et al. (2016) that sharing opinions, asking questions, 
and receiving feedback from peers and course facilitators via a discussion forum helped 
facilitate participants’ motivation to learn.  
Secondly, learning activities and resources can both increase and decrease a feeling of 
being independent when the participants took part in learning activities.  Some participants 
perceived that learning activities allowed them to select what to study and participate in 
freely.  For example, the Effective English Presentation course gave them freedom of choice 
so they could design and present what they wanted to.  An early study on Thai distance 
learners also found that the importance of autonomy could facilitate them to become 
motivated to participate in learning activities and achieve their learning (Vanijdee, 2003).  
A well designed course with clear marking criteria could also support perceived autonomy.  
The participants were motivated to learn and complete their assignments.  When they knew 
what to do or what would be evaluated in advance, they could make their own learning 
choices leading to successful individual and group assignments. 
However, some participants perceived that some modules contained too little content.  
They felt that this obstacle did not go well with the nature of an online learning that an 
autonomous learner should be promoted by providing more comprehensive and detailed 
course content.  This allowed them to search and research for more information by 
themselves.  Some participants had limited prior knowledge for taking that course, so they 
required more learning content as well as additional learning resources.  This might make 
them feel being more independent and self-determined to continue their learning.   
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Lastly, although receiving feedback from peers as evidenced by a previous study was found 
to support perceived autonomy (Dennis, et al., 2005), in this research it could undermine a 
feeling of being independent and self-determined.  Receiving irrelevant feedback on 
assignments might not allow the participants to know their weaknesses and what to 
improve.  The course facilitators who were not able to provide detailed feedback also made 
them feel unconfident to be self-autonomous learners.  
Being unable to provide feedback for peers as indicated in learning activities also affects a 
perception of being independent.  Some participants stated that they relied on feedback 
from peers and course facilitators in terms of having own decision making about how to 
select what to do next.  Thus feedback is one of the key factors that influenced perceived 
autonomy. 
5.5.6 Cultural Conditions 
In Thailand, seniority was reported by the participants as a barrier to a perception of being 
independent and self-determined in this qualitative case study research.  Participating in 
group activities with different ages amongst group members could lead to a feeling of being 
less independent.  Some participants expressed that some younger group members felt 
uncomfortable when dealing with some older group members during doing group 
assignments.  This is because some younger group members were unable to express 
opinions and feedback freely.  This could lead MOOC learners to have difficulties in 
participating or completing online learning activities. 
As mentioned in the twelve characteristics of MOOCs proposed by Conole (2013), five 
selected characteristics (i.e., use of multimedia, degree of communication, degree of 
collaboration, amount of reflection, and autonomy) in this research were found to help the 
participant become successful learners.  However, these characteristics were used to 
identify a degree of perceived autonomy, especially when the participants needed to 
effectively interact and communicate with group members.  Unfortunately, older group 
members seen as seniority could make younger learners feel less independent and self-
determined when participating in online learning activities.  As stated by 
Pongsakornrungsilp (2011), seniority could be seen as a major learning hurdle that younger 
Chapter 5: Discussion                                                                                                                                                               123 
 
group members were blocked from sharing and gaining knowledge from group discussion by 
older group members.  This resulted in perceiving less independent and self-determined. 
5.5 Conclusion  
This chapter discussed and interpreted the research findings.  According to the research 
questions, there are three areas of the discussion and interpretation of the key findings.  
These include social conditions, environmental conditions, and cultural conditions.  These 
conditions influence both perceived competence and perceived autonomy that directly 
contribute to learner intrinsic motivation in online social learning platforms such as MOOCs 
as shown in Figure 5.1. 
 
 
 
 
 
 
 
 
 
 
Figure 5.1: Conditions Facilitating or Diminishing Perceived Competence and Autonomy 
The next chapter considers the contributions to knowledge and practice, suggestions for 
future research, and thesis conclusion. 
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CHAPTER 6: CONCLUSION 
6.1 Introduction 
This chapter presents the contribution to current knowledge on learner intrinsic motivation 
and the implication for practice on MOOCs.  Then, limitations and suggestions for future 
research are illustrated.  This chapter ends with a thesis conclusion.   
6.2 Contribution to Knowledge on Learner Intrinsic Motivation  
The findings of this qualitative case study research would be of great interest and 
significance to a range of stakeholders both in developed and developing countries within 
the area of online social learning platforms such as MOOCs.  This research could provide 
researchers with a better understanding of learner intrinsic motivation in participating in 
online social learning platforms with specific reference to the context of a developing 
country.   
A conceptual model depicting learner intrinsic motivation in online social learning platforms 
in developing countries as illustrated in Section 2.8 might be of significance for future 
research.  This conceptual model could be used as a complementary theoretical lens for 
learner intrinsic motivation research because it consists of relational components.  These 
components include perceived competence and perceived autonomy underpinned by 
cognitive evaluation theory (Deci & Ryan, 2002; Deci & Ryan, 2008; Ryan & Deci, 2000).  
Perceptions of competence and autonomy can be influenced by the conditions of social, 
environmental and cultural.  
The conditions of social, environmental and cultural could be taken into consideration in 
promoting learner intrinsic motivation in online education, especially for MOOCs in the 
context of a developing country.  These conditions could facilitate or diminish perceived 
competence and perceived autonomy that directly contribute to intrinsic motivation.  Social 
conditions such as online peers and online course facilitators could increase or decrease a 
feeling of being capable and being independent and self-determined.  Environmental 
conditions such as accessibility, collaboration tools, and learning activities and resources 
could also influence these feelings.  Cultural conditions of Thai learners’ traits and seniority 
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as the emergent factors reported by the study participants could help researchers be aware 
of when examining learner intrinsic motivation using the cognitive evaluation theory with 
other related theories such self-determination theory and expectancy theory.  
The next section points out an implication for practice on massive open online courses. 
6.3 Implication for Practice on Massive Open Online Courses 
This qualitative case study research was the investigation of learner intrinsic motivation 
within the context of massive open online courses (MOOCs).  The findings of this research 
would be also of significance to stakeholders within the area of online social learning 
platforms.  To add another layer of understanding to learner intrinsic motivation from this 
research would help institutions, course facilitators and future learners provide and develop 
better quality online courses concerning the promotion of learner intrinsic motivation and 
increasing the completion rates.   
The provision and development of future MOOCs could be based on conditions found in this 
research.  In order to do that, only social conditions and environmental conditions seem not 
adequate to offer good quality MOOCs in developing counties such as Thailand.  Cultural 
conditions could be brought into this MOOC development.  
Firstly, institutions, specifically in Thailand, might benefit from a better understanding of 
learner intrinsic motivation in this research by planning, developing and delivering high 
quality of MOOC courses including obtaining low dropout rates.   They might be able to 
work closely with course facilitators in order to strategically offer the best online education 
for learners by considering their intrinsic motivation during learning activities.  It is because 
MOOCs could significantly increase learning opportunities to learners in developing 
countries.  For example, the factors found to facilitate or diminish learner intrinsic 
motivation are learning activities and resources and learning system.  The opinions reported 
by the study participants related to these two factors could help Thai institutions provide 
effective MOOCs for learners. 
Secondly, course facilitators might be interested in providing high quality MOOC courses 
based on a new understanding of learner intrinsic motivation found in this research.  They 
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might find the best way to promote learner intrinsic motivation with crucial strategies in 
order to allow learners to gain successful learning outcomes.  For example, the way of 
providing constructive and detailed feedback from course facilitators stated by the study 
participants could help motivate MOOC learners to participate more in learning activities.  A 
discussion forum is another key factor that plays a crucial role in promoting learner intrinsic 
motivation so course facilitators should take this factor into their consideration when 
deliver MOOC courses. 
Lastly, future MOOC learners might be able to benefit from this research findings.  As MOOC 
is not a face-to-face learning mode, learners need to be self-autonomous learners who are 
responsible for their learning environment.  In order to have higher intrinsic motivation 
when participating in online learning activities, MOOC learners should consider the key 
factors such as peers and course facilitators.  These social factors could make them feel 
more capable and independent when learning MOOCs.  Cultural factors such as learning 
traits and seniority also play a significant role in influencing intrinsic motivation.  MOOC 
learners who wish to be successful should take these cultural factors into their 
consideration.  
Limitations derived from this qualitative case study research are demonstrated in the 
following section. 
6.4 Limitations 
This qualitative case study research has revealed that learners’ perceptions of competence 
and autonomy which directly contribute to intrinsic motivation can be influenced by social 
condition, environmental condition, and cultural conditions.  Although this research 
contributes to learner intrinsic motivation in massive open online courses (MOOCs), some 
limitations are found based on the research design.  Limitations both specifically relating to 
this research and broadly to the methodological approach are discussed. 
This research was conducted using a qualitative case study methodology.  Findings from this 
research do not claim to represent the opinions of all learners throughout Thailand and the 
developing countries.  Findings vary in each region and context.  Thus the findings may not 
be generalisable to other contexts.  Due to the findings found in this research may be 
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presented based on the researcher’s views and interpretation, unconventional views and 
interpretation may have been suppressed.   
With a small number of participants involved in this research, only a primary understanding 
of learner intrinsic motivation was found.  The transferability of the findings was also limited 
by the small number of participants.  More conditions influencing perceived competence 
and perceived autonomy underpinned by the cognitive evaluation theory may be further 
discovered.   
Suggestions for future research are indicated in the following section. 
6.5 Suggestions for Future Research 
The limitations presented in the previous section could create an opportunity for future 
research.  These enable the researchers to explore deeper understanding of learner intrinsic 
motivation in online social learning platform with specific reference to massive open online 
courses (MOOCs) in the context of a developing country.   
Multi-case study design could be employed to compare learner intrinsic motivation in 
MOOCs between the context of a developing and developed country, or between countries 
in a developing context.   
As the cognitive evaluation theory used as a lens to conduct this research, perceived 
competence and perceived autonomy were not only influenced by social conditions and 
environmental conditions but also cultural conditions.  Cultural conditions could provide 
further significant insights into this area of research of how learners being intrinsically 
motivated to participating in learning activities in online education.  As learner intrinsic 
motivation is considered as one of the significant sources of learner engagement, future 
research regarding learner engagement in online social learning platforms with specific 
reference to cultural conditions is suggested.  
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6.6 Conclusion 
This qualitative case study research examined learner intrinsic motivation in online social 
learning platforms (i.e., MOOCs) in the context of a developing country (i.e., Thailand).  This 
research found that there were three factors influencing perceived competence and 
perceived autonomy (i.e., social conditions, environmental conditions and cultural 
conditions) that could contribute to learner intrinsic motivation to participate in online 
learning activities.  These conditions could make the participants feel more or less capable 
and independent when taking online courses and participating in online learning activities.  
A wide range of factors influencing learner intrinsic motivation found in this research could 
help course facilitators or instructional designers provide more effective online social 
learning platforms such as MOOCs in the context of a developing country.  
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